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ABSTRACT
THE RELATIONSHIP BETWEEN THE RACIAL AND ECONOMIC COMPOSITION
OF SCHOOLS WITH TEACHERS’ PERCEPTIONS OF PARENTAL
INVOLVEMENT
Linda L. Harris

The purpose of this quantitative study was to examine the opinions and views of
teachers on parental involvement in elementary and high school education in the United
States. This study utilizes secondary data acquired from the RAND American Teacher
Panel (ATP), which is a nationally representative sample of K-12 school teachers. The
specific study sample consisted of 10,529 teachers from RAND ATP across 22 states in
the United States and was designed to sufficiently facilitate national analyses. The May
2017 Measurement Learning and Improvement (MLI) survey was the instrument of
application and was administered online. Over 20,900 invitation emails were sent out.
The findings of the study indicate that the percentage of white students, the percentage of
students in the free or reduced-price lunch program, the size of the school, and the
urbanicity of the school are predictors of both home-school communication and parental
involvement. The study is significant for all educators and especially for principals
seeking to understand and improve parental involvement in their schools.

Keywords: parental involvement, teacher perception, home-school communication,
volunteering in schools, non-white proportion, low social economic status

DEDICATION
I dedicate this work to the staff, students, and parents of P.S./I.S. 323 in
Brownsville, Brooklyn. You have given me unconditional love, joy, and inspiration.

ii

ACKNOWLEDGEMENTS
Firstly, I would like to acknowledge my family who have made me the person I
am, to always be compassionate and empathetic to others. I am eternally grateful for their
unyielding support and encouragement. Secondly, I take this opportunity to register my
gratitude to the wonderful and discerning guidance and support provided by my mentor
Dr. Stephen Kotok, and my former mentor Dr. Elizabeth Gil. The quality and quantity of
their timely critically constructive feedback rejuvenized the study at every turn.
Additionally, I acknowledge the input of dissertation committee members, Dr. Seokhee
Cho, and Dr. Ceceilia Parnther. Thanks be to God for the mercies extended in this
enlightening journey.

iii

TABLE OF CONTENTS
DEDICATION…………………………………………………..………………………. ii
ACKNOWLEDGEMENTS…………………………………………………………….. iii
LIST OF TABLES………………………………………………………………………..vi
LIST OF FIGURES………………………………………………….………………….. ix
CHAPTER 1: INTRODUCTION ....................................................................................... 1
Purpose of the Study ....................................................................................................... 3
Theoretical Framework ................................................................................................... 4
Significance of the Study ................................................................................................ 6
Connection with Social Justice and Vincentian Mission in Education........................... 7
Research Questions ......................................................................................................... 8
Design and Methods ....................................................................................................... 9
Definition of Terms......................................................................................................... 9
Conclusion .................................................................................................................... 11
CHAPTER 2: REVIEW OF RELATED RESEARCH .................................................... 12
Introduction ................................................................................................................... 12
Overlapping Spheres of Influence Theory .................................................................... 12
Social Learning Theory................................................................................................. 15
Social Capital Theory and Its Criticisms ...................................................................... 16
Barriers to Parental Involvement .................................................................................. 17
Parental Involvement and Student Performance ........................................................... 20
Teachers’ Perceptions of Home-School Communication ............................................. 23
Teachers’ Perceptions of Parental Involvement ........................................................... 25
School Factors that Influence Parent Engagement ....................................................... 29
Predicting Parental Involvement ................................................................................... 31
Conclusion .................................................................................................................... 33
CHAPTER 3: METHOD .................................................................................................. 35
Introduction ................................................................................................................... 35
Purpose of the Study ..................................................................................................... 35
Specific Research Questions and Hypotheses .............................................................. 35
Research Design and Data Analysis ............................................................................. 39
Research Population and Sample .................................................................................. 40

iv

Instrument ..................................................................................................................... 42
Procedures for Data Collection ..................................................................................... 43
Research Ethics ............................................................................................................. 44
Limitations .................................................................................................................... 44
Conclusion .................................................................................................................... 45
CHAPTER 4: PRESENTATION OF RESULTS ............................................................. 46
Introduction ................................................................................................................... 46
Data Screening .............................................................................................................. 46
Reliability of Instrument ............................................................................................... 47
Descriptive Results ....................................................................................................... 48
Research Question 1: School Profile Predicts Teacher Perceptions of Home-School
Communication ............................................................................................................. 51
Assumption Tests for Multiple Linear Regression (MLR) ........................................... 57
Research Question 2: Teacher Perception of Parental Involvement and School
Characteristics ............................................................................................................... 63
Supplementary Results: Teacher Perception of Parent-Community Ties and TeacherRelated Information ...................................................................................................... 74
Conclusion .................................................................................................................... 82
CHAPTER 5: DISCUSSION............................................................................................ 84
Introduction ................................................................................................................... 84
Implications of Findings ............................................................................................... 84
Relationship to Prior Research...................................................................................... 89
Limitations of the Study................................................................................................ 90
Recommendation for Future Practice ........................................................................... 91
Recommendation for Future Research.......................................................................... 92
Conclusion .................................................................................................................... 93
APPENDIX A: IRB APPROVAL .................................................................................... 94
APPENDIX B: APPROVAL TO ACCESS SECONDARY DATA ................................ 95
APPENDIX C: INFORMED CONSENT (EXCERPT) ................................................... 96
APPENDIX D: RESEARCH QUESTIONNAIRE (EXCERPT) ..................................... 97
REFERENCES ............................................................................................................... 100

v

LIST OF TABLES
Table 1 Description of Participants by Teacher Demographics ....................................... 41
Table 2 Description of Participants by School Characteristics ......................................... 41
Table 3 Mapping Survey Items to the Research Study Independent and Dependent
Variables ........................................................................................................................... 42
Table 4 Cronbach's Alpha if Item is Deleted .................................................................... 48
Table 5 Means and Standard Deviations of Home-School Communication from a Scale of
1 - 4 in the MLIS Survey (N =10529) .............................................................................. 49
Table 6 Means and Standard Deviations of Parental/Guardian Involvement in School
Activities on a Scale of 0 - 4 in the MLIS Survey (N = 10529) ....................................... 50
Table 7 Means and Standard Deviations of Teacher Perception of Home-School
Communication by School Size ........................................................................................ 51
Table 8 Significance of Differences of Teacher Perception of Home-School
Communication by School Size ........................................................................................ 52
Table 9 Means and Standard Deviations of Teacher Perception of Home-School
Communication by Free/ Reduced-Price Lunch ............................................................... 53
Table 10 Means and Standard Deviations of Teacher Perception of Home-School
Communication by the School's Proportion of non-white students. ................................. 54
Table 11 Significance of Differences of Teacher Perception of Home-School
Communication by the School's Proportion of non-white students .................................. 55
Table 12 Means and Standard Deviations of Teacher Perception of Home-School
Communication by School Urbanicity.............................................................................. 56

vi

Table 13 Regression Analysis Summary Using School Characteristics as Predictors of
Teacher Perception of Home-School Communication ..................................................... 61
Table 14 Means and Standard Deviations of Teacher Perception of Parental Involvement
by School Size................................................................................................................... 64
Table 15 Significance of Differences of Teacher Perception of Parental Involvement by
School Size........................................................................................................................ 64
Table 16 Means and Standard Deviations of Teacher Perception of Parental Involvement
by Proportion of Free/ Reduced-Price Lunch ................................................................... 65
Table 17 Significance of Differences of Teacher Perception of Parental Involvement by
Proportion of Free/ Reduced-Price Lunch ........................................................................ 65
Table 18 Means and Standard Deviations of Teacher Perception of Parental Participation
by School’s Proportion of non-white students .................................................................. 66
Table 19 Significance of Differences of Teacher Perception of Parental Involvement by
School’s Proportion of non-white students ....................................................................... 67
Table 20 Means and Standard Deviations of Teacher Perception of Parental Involvement
by Urbanicity .................................................................................................................... 67
Table 21 Significance of Differences of Teacher Perception of Parental Involvement by
School’s Urbanicity .......................................................................................................... 68
Table 22 Regression Analysis Summary Using School Characteristics as Predictors of
Teacher Perception of Parental Involvement .................................................................... 71
Table 23 Means and Standard Deviations of Teacher Perception of Parent-Community
Ties by Teacher Experience .............................................................................................. 74

vii

Table 24 Means and Standard Deviations of Teacher Perception of Parent-Community
Ties by Teacher Ethnicity ................................................................................................. 75
Table 25 Means and Standard Deviations of Teacher Perception of Parent-Community
Ties by Gender of Teacher ................................................................................................ 76
Table 26 Means and Standard Deviations of Teacher Perception of Parent-Community
Ties by Teacher Qualifications ......................................................................................... 77
Table 27 Regression Analysis Summary Using Grade Band as a Predictor of Teacher
Perception of Home-School Communication ................................................................... 78
Table 28 Regression Analysis Summary Using Grade Band as a Predictor of Teacher
Perception of Parental Involvement .................................................................................. 80
Table 29 Means and Standard Deviations of Teacher Perception of Parent-Community
Ties by Grade Band Taught .............................................................................................. 81

viii

LIST OF FIGURES
Figure 1 Conceptual Framework ........................................................................................ 6
Figure 2 Spherical overlapping among school, family, and community partnerships
(Epstein et al, 2002b) ........................................................................................................ 13
Figure 3 Normal P-P plot of the Dependent Variable, Home School Communication .... 58
Figure 4 Scatter Plot of the Dependent Variable, Home School Communication............ 59
Figure 5 Histogram of Home-School Communication Frequencies with a Super-Imposed
Normal Curve.................................................................................................................... 60
Figure 6 Normal P-P plot of the Dependent Variable, Parental Involvement .................. 69
Figure 7 Scatter Plot of the Dependent Variable, Parental Involvement .......................... 70
Figure 8 Histogram of Parental Involvement Frequencies with a Super-Imposed Normal
Curve ................................................................................................................................. 71

ix

CHAPTER 1: INTRODUCTION
Long before students enter an educational system, parents are their first teachers.
Parents are the window to understanding their children. School and parent partnerships
are essential for the success of the students. Parental involvement in education has long
been believed to support many positive outcomes within schools, including the academic
achievement of students (Park & Holloway, 2013). Chavkin and Williams (1990) suggest
the positive effects of parents on children's success accrue when structural supports –
such as schools scheduling convenient times for family-related activities are put in place.
Educators acknowledge that engaged parents are crucial to the educational success of
their children (Jeynes, 2007). Social development and students’ academic growth are
increased when parental involvement is present (Azzam, 2009; Epstein, 2011; Farrell et
al., 2011; Jeynes, 2007; Young et al., 2013), to establish structure at home that supports
education such as emphasizing bedtime and homework, limiting television viewing, and
promoting reading increasing student academic success (Hornby & Witte, 2010). Parental
involvement can also decrease high school dropout rates (Lopez et al., 2001).
Teachers are an essential pillar of parental involvement. Practices by teachers
often affect the behavior of parents. Both Ames (1993) and Epstein (1991) concur that
when parent involvement is part of regular teaching, parents will be involved and feel
optimistic about their abilities. Teachers’ perceptions of parental involvement are critical
because teacher beliefs about parents determine the quality of relationships between
teachers and parents (McCoach et al., 2010; McDermott & Rothenberg, 2000). A teacher
who perceives a parent as committed to their child’s education interacts differently with
the parent compared with the parent whom the teacher perceives as less involved
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(McDermott & Rothenberg, 2000). Teachers’ positive perception of parental involvement
increased student achievement and empowered teachers (Arar et al., 2016). Additionally,
teachers and administration can be a driving force in increasing parental involvement
(Arar et al., 2016).
Despite this extensive and critical research, schools encounter minimal parental
involvement, particularly with low-income families (Bower & Griffin, 2011).
McQuiggan & Megra (2017), reporting for National Center for Education Statistics
(NCES), found that communication to parents through newsletters, memos, e-mail, or
notices addressed to all parents was received by 91% of White against 87% of Black
parents. Communication to Non-poor and poor is 92% and 79%, respectively.
Participation in school-related activities by race: attend general or PTA meeting, White
(91%) against Black (87%); attend a school event, White (86%) against Black (72%);
volunteer of serve in school committee, White (49%) against Black (34%); participate in
school fundraising, White (69%) against Black (48%); and the average number of
meetings or school activity attended, White 8.6 against Black 6.1.
In the same report, statistics of participation in school-related activities by
Socioeconomic Status (SES) were as follows: attend general or PTA meeting, High SES
(90%) against Low SES (81%); attend a school event, High SES (83%) against Low SES
(62%); volunteer to serve in school committee, High SES (47%) against Low SES (27%);
participate in school fundraising, High SES (64%) against Low SES (37%); and the
average number of meetings or school activities attended, High SES 7.9 against Low SES
5.6.
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Although parental involvement has positive benefits to their children, low
socioeconomic status (SES) parents participate less in the schools than their higher SES
counterparts (Benson & Martin, 2003; Lareau, 1996; Singh et al., 1995). It is possible
that African American parents with low socioeconomic status and low educational
fulfillment encounter noticeable parent involvement barriers (Halle et al., 1997; Koonce
& Harper, 2005; Trotman, 2001; Williams & Sanchez, 2013), and may considerably
experience barriers more so than White parents do (Frew et al., 2012; Griffith, 1998).
Purpose of the Study
The purpose of this study was to explore the teachers' perceptions of parental
involvement. Through teachers ' perceptions, this study aimed to identify what hinders
parental involvement and the necessary corrective strategies while promoting any
opportunities. The study forms the basis to build and increase effective parent programs
in schools, especially for low socioeconomic (SES) families.
Parents, administrators, and educators agree that parental involvement is
important (Munje & Mnoube, 2018). However, low socioeconomic (SES) parents
participate less in schools than higher SES parents (Benson & Martin, 2003; Lareau,
1996; Singh et al., 1995). Sui-Chu and Willms (1996) also found that parental
involvement occurs at lower rates amongst African American families. This finding was
consistent with results by O'Bryan et al. (2006). Despite the numerous benefits that
accrue to the students when parents get involved, the rate of parental involvement of lowincome (poor) and African American (Black) parents is lower, on average, than that of
their counterparts across the country.
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Incredible Year Teacher Classroom Management program (IY TCM) trained
teachers in parent participation skills, leading to improved teacher opinions of parents,
and consequently increased parental involvement of low-SES parents (Herman & Reinke,
2017). Teachers’ perception of parental involvement is paramount to students’ academic
success (Carmen & Sylvia, 1999).
Theoretical Framework
The main theoretical framework that guides this study is the Overlapping Spheres
of Influence Theory by Dr. Joyce Epstein. Epstein (2011) presents a six-dimension
parental involvement model whose main dimensions are: parenting, communicating,
volunteering, learning at home, decision making, and collaborating with the community.
Coincidentally, NCES identifies very similar dimensions of parental involvement:
school-parent communication; helping with homework; educational family activities; and
direct parental involvement at school, including attending a school or class event
(McQuiggan, & Megra, 2017). NCES facets map seamlessly into Epstein's framework,
which conceptually categorizes the impediments regarding parental involvement and
offers recommendations for improvement.
The current study will focus on two pillars: home-school communication and
volunteering. Home-school communication has been specifically identified in the
literature as having the most impact on desirable schooling goals (Brock & Edmunds,
2010). Volunteering may also be described as parental involvement in school activities,
including attending parent-teacher conferences, visiting child's classroom, attending
school performances, attending field trips, volunteering in the classroom, attending
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meetings (PTA/PTO), attending classroom open-houses, and attending social events at
school (e.g., fundraising).
To further characterize the importance of parenting, Albert Bandura's (1977)
Social Learning Theory will also be called upon since parenting styles influence and
shape the actions and beliefs or perceptions of children, which may affect the behavior
and academic achievement of students (Barnyak & McNelly, 2009; Davis et al., 2017;
Epstein, 2011; Epstein et al., 2009; Purzer, 2011; Smith & Hoy, 2007; Usher, 2009).
In this study, Coleman's (1988) social capital theory will provide a basis for
assessing whether low parental involvement, observed within minority and low-income
parents, is traceable to a lack of adequate social, financial, and human capital. Survey
questions developed under each dimension will assist in the identification of the barriers
and the respective corrective mechanisms to address any inadequacies. The conceptual
framework in Figure 1 shows how Coleman's Social Capital Theory (SCT), Epstein's
Overlapping Spheres of Influence Theory (OSIT), and Bandura’s Social Learning Theory
(SLT) relate to each other. For example, SCT’s Social component may be linked to
Communicating and Collaborating; Financial may connect to Volunteering; while Human
may connect to Parenting, Learning at Home, and Decision Making. SLT's behavior may
link to Parenting and Learning at Home; Personal may relate to an individual’s
disposition. One characteristic that determines parental involvement is the Environment.
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Figure 1
Conceptual Framework

Significance of the Study
Teacher perception of parental involvement is an integral part of a student’s
success. When the teacher views the parent positively, it increases parental participation,
which further leads to higher student achievement. Therefore, understanding teachers’
perceptions of parental involvement are crucial.
One of the key objectives of the No Child Left Behind Act (NCLB, 2001) was to
expand options for parents by developing techniques and strategies for increasing parents'
involvement in their children's schooling. Consistent with this goal, this study will
attempt to identify teachers' perceptions that may improve parental involvement.
McQuiggan and Megra (2017), on behalf of NCES, indicate that nationally,
African American parents and low-income parents exhibit lower parental participation
rates in school-home communication; and school-related activities. The study indicated
that low-income African American parents are less involved in their children's schooling
than higher SES parents. Literature partially attributes this to teacher perception. Kim
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(2009) identified some barriers to minority parents’ participation to include: teachers’
perception about the efficacy of minority parents, teachers’ perception concerning the
capacity of minority parents, and teachers’ beliefs in the effectiveness of parental
involvement and developmental philosophy.
Since research has shown that when parents are engaged, student achievement
increases (Benson & Martin, 2003; Lareau, 1996), response actions to address identified
inadequacies will positively impact the achievement of African American and lowincome students. In addition, this study is significant because it informs educators,
administrators, school district personnel, and parents on the factors of parental
involvement.
Overall, the findings from this study may be used to pinpoint the hindrances to
parental involvement and how to combat them, and by assisting in the development of
effective parental involvement programs in schools. The study will also add to the current
literature about low-income parents and student academic achievement by recognizing
the experiences of the parents as partners.
Connection with Social Justice and Vincentian Mission in Education
African American and low-income parents, and their families, have long been
underrepresented, discriminated against, and underserved. To promote equity and access
for all, laws and policies must be continually reviewed and revised in the hope of
allowing greater representation. Studies show that African American, low-income parents
encounter more barriers where parental involvement (Halle et al.,1997). This study brings
into sharp focus, the teachers' perceptions of parental involvement in majority non-white
schools (minorities) and majority free or reduced-price lunch schools (low socioeconomic
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children and families); therefore, it will attempt to bridge a social justice gap through
recommendations that will promote higher participation and inclusion.
Research Questions
Two research questions that captured teachers’ perceptions of key school
characteristics and parental involvement, guided this study. School features or
characteristics were viewed as the independent variables and predictors. The measures of
parent-community ties were assumed to be the dependent variables and outcomes.
1. How do teachers perceive home-school communication, and does it differ based on
the racial and economic composition of the school?
The related null hypothesis (H10: β1 = β2 = β3 = β4 = 0) is that the population
correlation coefficients are all 0, implying the identified school profile characteristics are
not predictive of teacher’s perceived home-school communication. The alternative
hypothesis (H11: βi ≠ 0) is that at least one population correlation coefficient is not 0,
indicating that either one, a combination, or all school-profile variables predict a teacher's
perception of home-school communication.
2. How do teachers perceive parental involvement in school, and does it differ based on
the racial and economic composition of the school?
The related null hypothesis (H20: β1 = β2 = β3 = β4 = 0) is that the population
correlation coefficients are all 0, implying the identified school profile characteristics are
not predictive of teacher’s perceived parental involvement. The alternative hypothesis
(H21: βi ≠ 0) is that at least one population correlation coefficient is not 0, indicating that
either one, a combination, or all school-profile variables predict a teacher's perception of
parental involvement.
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Design and Methods
This study was non-experimental, quantitative, and used secondary data. The data
was acquired from the 2017 Rand American Teachers Panel, Measures to Learn and
Improve survey. The current study adopted regression and correlation as the primary
statistical analysis techniques.
Definition of Terms
•

Parent, as adopted from Mapp's (2003) definition, is not limited to the biological
mother and or father but represents any adult caregiver.

•

Parental involvement, consistent with the definition by the United States
Department of Education (2004), parental involvement refers to: “The participation of
parents in regular, two-way, and meaningful communication involving student
academic learning and other activities, including ensuring that parents play an integral
role in assisting their child’s learning; that parents are encouraged to be actively
involved in their child’s education at school; that parents are full partners in their
child education and are included as appropriate, in decision-making and on advisory
committees to assist in the education of their child; and that other activities are carried
out, such as those described in section 118 of the ESEA.” (p.3)

•

Teacher Perceptions are the thoughts or mental images that teachers have about their
professional activities in relation to parental involvement, and are shaped by their
background knowledge and life experiences.

•

The low-income district is defined as a school district for which most families are
eligible and those that receive reduced-price meals.
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•

Title I is borrowed from Part A (Title I) of the Elementary and Secondary Education
Act, as amended by Every Student Succeeds Act (ESSA), Title I describes the
provision of financial assistance to local educational agencies (LEAs) and schools
with high numbers of children from low-income families. Title I aims to ensure that
all children meet challenging state academic standards.

•

Elementary schooling refers to teaching and learning for the first four to eight years
of a child’s formal education, often including kindergarten.

•

Parenting skills, as accepted in this study, are activities that help families establish
home environments to support children as students (Epstein, 2011).

•

Home-School communication refers to the design of effective forms of school-tohome and home-to-school communications about school programs and children's
progress (Epstein, 2011).

•

Learning at home, in this study, will be taken to mean the provision of information
and ideas to families about how to help students at home with homework and other
curriculum-related activities, decisions, and planning (Epstein, 2011).

•

Volunteering is geared towards improving recruiting, and training parents to
participate in school activities (Epstein, 2011).

•

Decision making includes families as participants in school decisions, governance,
and advocacy activities through school councils or improvement teams, committees,
and parent organizations (Epstein, 2011).

•

Collaborating with the community refers to coordinating resources and services for
families, students, and schools with neighborhood groups, including businesses,
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agencies, cultural and civic organizations, and colleges or universities (Epstein,
2011).
•

Barriers, in this study, will point to all factors that hinder parents’ involvement in
their children’s schooling.

Conclusion
Chapter 1 introduced the study and provided background information, along with
the statement of the problem, the purpose, and the significance of the study. Chapter one
also touched on the theoretical framework, the design, and the study's methodology.
Additionally, terms specific to the study were given operational definitions. Chapter 2
will delve into the review of the literature. It will discuss the dimensions and develop a
detailed theoretical framework for the study. Empirical studies will be included as
evidence of relevant previous research work in the same area.
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CHAPTER 2: REVIEW OF RELATED RESEARCH
Introduction
Chapter 2 will expand on the purpose and significance by reviewing the literature.
This chapter will first present the theories on which the study is anchored; then, a few
studies that illustrate empirical evidence for the major study constructs will be
synthesized. Chapter 2 will be divided into the following subsections: overlapping
spheres of influence theory; social learning theory; social capital theory; teachers'
perceptions of parental involvement; barriers to parental involvement; school factors that
influence parent engagement; teachers’ perceptions of home-school communication;
student performance; predicting parental involvement; and a conclusion.
Overlapping Spheres of Influence Theory
The main theoretical framework that guides this study is derived from the works
of Dr. Joyce Epstein. Epstein (2011) emphasizes the overlapping spheres relationships
between school, family, and community partnerships, as shown in Figure 2. Ultimately,
the most desired overlap occurs when there is a total collaboration between family,
school, and community. Epstein's theory (1987) of overlapping spheres of influence
suggests that the work of the school and the family and the community overlap with the
students at the center of the relationship. Epstein has suggested that the spheres in which
a child learns and grows can come together or move further apart depending on the
attention to internal and external influences. The theory of the overlapping spheres
supports the interest of both the school and the family by implementing related policies
and programs. Teachers support parental involvement through these policies by building
relationships with the parents (Epstein, 1987). As a result of this relationship, the parents
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increase their involvement at home with their children, and they are empowered to
continue supporting their child academically (Hoover-Dempsey & Sandler, 1997). This
increased confidence is demonstrated through increased parental involvement at home,
increased parental involvement at school, and a positive teacher assessment (Lemmer,
2012; Vukovic et al., 2013).
Figure 2
Spherical overlapping among school, family, and community partnerships (Epstein et al.,
2002b)

In addition to the overlapping spheres theory, Epstein (2011) identified and
condensed six types of parental involvement in a framework that provides a guide to
organize how parents may be involved in schooling. "Theories moved away from the
separation of family and school and toward greater teacher-parent cooperation and
communication" (Epstein, 2011, p.39). The six types of parental involvement are:
•

Parenting assists families with understanding child and adolescent development,
parenting skills, setting home conditions to support learning at each age and grade
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level, and family support. Parents also assist schools in understanding families'
backgrounds, cultures, and goals for children.
•

Communicating entails school communicates with families about school programs
and student progress and creates two-way communication channels between school
and home.

•

Volunteering is geared towards improving recruiting and training parents to
participate in school activities.

•

Learning at home involves families helping their children in academic learning at
home, including homework, goal setting, and other curriculum-related activities.
Learning at home also encourages teachers to design homework that enables students
to share and discuss interesting tasks.

•

Decision Making includes families as participants in school decisions, governance,
and advocacy activities through school councils or improvement teams, committees,
and parent organizations; and

•

Collaborating with the community refers to coordinating resources and services for
families, students, and the school with community groups, including businesses,
agencies, cultural and civic organizations, and colleges or universities.
The correlation between teachers’ perception of parental involvement and teacher

satisfaction is described in Li and Hung’s quantitative study (2012). Li and Hung (2012)
conducted a quantitative study in Taiwan measuring the teacher perception of parental
involvement and teacher satisfaction. The study utilized Epstein's Spherical theory. Five
hundred seventy-two public school teachers were surveyed at the elementary level (Li &
Hung, 2012). The survey was a 5-point Likert scale and teachers from forty-seven
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elementary schools (Li & Hung, 2012). In Li and Hung's (2012) study findings, the
teacher's perception was that parental involvement was the strongest indicator of teacher
satisfaction. Lin and Hung (2012) found that teachers' perception of parental involvement
at home was most influential and vital for teachers' satisfaction. However, the teachers'
perception of school parental involvement was not as important (Li & Hung, 2012).
Social Learning Theory
The second theory on which this study is hinged upon is the Social Learning
Theory (SLT). It lends support to the importance of parenting and the provision of a
home environment that is conducive to learning. This study opines that parental behavior
and home living conditions influence children. In SLT, Bandura (1977) agrees with the
behaviorist learning theories of classical and operant conditioning. Bandura claims that
mediating processes occur between stimuli and responses, and behavior is learned from
the environment through the process of observational learning. In society, children are
surrounded by multiple influential models, including parents within the family, friends,
teachers, and or neighbors. These models provide examples of behaviors to be observed
and imitated. Parents model behavior for their children, including attitude towards,
perception of, education; and school involvement behavior. When parents model positive
behavior or involvement, children learn involvement behaviors, replicate this behavior in
their adult lives, and then teach their children (Bandura, 1977, 1986). This modeling
pattern should be part of the family culture (Bandura, 1977, 1986; Davis et al., 2008).
Children make sense of the world according to their culture; culture is what one learns to
do as far as behavior in daily life, including living conditions and ethical behavior from
one generation to the next (Bandura, 1977, 1986; Davis et al., 2008; Epstein, 2011;
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Epstein et al., 2009). Consequently, ethnic culture may be acquired in a country, a region,
or a community and usually influence the family culture, including parenting styles
(Bandura, 1977, 1986; Davis et al., 2008; Epstein, 2011; Epstein et al., 2009). The
parenting styles will influence and shape the actions and beliefs or perceptions of the
children, which can affect the behavior and academic achievement of students (Barnyak
& McNelly, 2009; Davis et al., 2008; Epstein, 2011; Epstein et al., 2009; Purzer, 2011;
Smith & Hoy, 2007; Usher, 2009).
A qualitative study in a rural southeastern school district measured teachers'
perception of parental involvement in Students with Disabilities, specifically with autism
spectrum disorder (ASD) (Schultz et al., 2016). Schultz et al. (2016) found that teachers’
perception of parental involvement varied from overly involved to not enough parental
involvement. The study confirmed that teachers viewed parental involvement as an asset
and emphasized that parents should be an advocate for their children (Schultz et al.,
2016). Furthermore, the study discovered that teachers’ perception toward parental
involvement solidified the need for more collaboration between teachers and parents
(Schultz et al., 2016). Schultz et al. (2016) also found that it was essential for teachers to
expand their understanding and become more cognizant of the requirements and
knowledge of parents.
Social Capital Theory and Its Criticisms
Coleman's (1988) social capital theory provides a possible lens to investigate why
African American and low-income parents exhibit lower parental involvement in their
children's schooling since they potentially face more or different barriers compared to
other ethnic and social groups. In "Social Capital in the Creation of Human Capital,"
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Coleman identified three types of social capital: financial, human, and social.
Fundamentally, families must acquire various forms of capital to achieve privilege, class,
and status in the community. Financial capital is measured by a family's income or wealth
and provides the resources and means to support achievement. Human capital is a
measure of the economic value of an employee's skill set. It can be defined as "the skills,
knowledge, and experiences possessed by an individual or population viewed in terms of
their value or cost to an organization or country" (Oxford Dictionary). Social capital can
be defined as the "networks of relationships among people who live and work in a
particular society enabling the society to function effectively" (Oxford Dictionary).
Social capital differs from either human or financial capital. Whereas human
capital is defined through parental education, social capital is closely tied to relationships
between parents and children. Coleman (1988) claims that the nature of the parent's
human and social capital determines the child's success. Minority and low-income
parents may have inadequate social, financial, and human capital resources, which
negatively impacts parental involvement in their children's schooling. Financial capital
may provide a designated place in the home for studying, educational materials and
resources, and the primary financial resources that make the home run smoothly from day
to day. When measured by parents' educational attainment and background and their
ability to provide a stimulating and cognitive environment for their children, human
capital becomes a critical component of parental involvement.
Barriers to Parental Involvement
Williams and Sánchez (2013) conducted a study where parents and school
personnel at a predominantly African American inner-city high school completed in-
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depth interviews regarding the barriers to involving parents in their children’s education.
Parents and school personnel identified barriers that fit into four descriptive categories:
(a) time poverty, (b) lack of access, (c) lack of financial resources, and (d) lack of
awareness. A research project conducted in the United Kingdom by Harris and Goodall
(2008) explored the relationship between parental engagement and student achievement.
The qualitative study highlighted several parental barriers in supporting their children's
learning. Some of which were lack of time, childcare difficulties, and challenges with
communicating with teachers.
In a study done by Van Velsor et al. (2007), they found that there are
demographic barriers to parent involvement, such as work, babysitting, and elderly
parents' commitments. Additionally, parents encountered psychological barriers to
involvement, such as parents' confidence in their intellectual abilities. The authors also
found that teacher attitudes also cause barriers to parental involvement. Lastly, the study
found that school climate can cause barriers. Schools in low-income communities are less
likely to encourage parental school involvement than those in higher SES communities.
"In order to increase parental involvement, it is essential that teachers develop open and
honest communication with parents, share information, and keep each other informed"
(Li & Hung, 2012, p. 511).
A qualitative study by Lechuga-Peña and Brisson (2018) explored school-based
parent involvement barriers experienced by nine low-income mothers. Mothers
participating in a community-based program provided by a large public housing
community were interviewed. Three main barriers were cultural and language differences
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in their children's school, undertones of racism from teachers and other parents, and being
the primary caregiver or sole provider for more than one child.
In Brock and Edmunds (2010), their quantitative study aimed to determine
parents' viewpoints on parental involvement in their children's schooling and identify
barriers and opportunities. Two hundred and forty-five parents of grades 7 and 8 students
in two Ontario schools responded to questions on home-school communication and
learning-at-home practices in a Home-School Survey (HSS). Forty-seven percent of
parents (116) responded. According to the participants, the two most prevalent barriers to
parental involvement were lack of time and conflicts with work schedules.
Murray et al. (2014) study also explored barriers and facilitators to school-based
parent involvement (SBPI), specific to low-income urban communities of children in
public middle schools. The study was qualitative, and the Hoover-Dempsey and Sandler
model of parent involvement was utilized as the organizing framework. Findings
suggested that a variety of barriers may undermine parents' motivations for engaging in
SBPI, leading to low participation. Reports on barriers to SBPI were more common than
on facilitators. The majority of parents reported low levels of actual engagement in
volunteering and attending school meetings. When teacher invitations for involvement
were extended, they were generally to address the child's disruptive behavior problems.
Approximately one-half of parents indicated having negative impressions of teachers in
the school and generally discussed unfriendly and hostile interactions with teachers.
Some of these parents reported instances when teachers were disrespectful to or
inappropriately communicated with their children. However, parents indicated that
opportunities for involvement were not communicated in a timely, organized fashion.
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The majority of parents attributed poor communication to the inadequate organization
and communication channels at their child's school. Nearly all parents mentioned having
a negative impression of one or more aspects of the school climate at their child's school.
More than one-third of parents mentioned having an overall negative impression of the
school, including their perceptions of its discipline and safety problems and criticisms of
the administration's inability to address school challenges effectively. Parents' displeasure
with aggressive and disrespectful students was reported as an obstacle to engaging in
SBPI. Work and scheduling issues were the most frequently reported barriers to SBPI.
One typical response by parents was that they had no time to participate in SBPI
consistently or at all because of their demanding work schedules and the absence of paid
leave benefits.
Literature is replete with studies discussing barriers to parental involvement. The
same topical issues of barriers in the different forms they appear, including attendant
facilitators and setting in low-income, and high minority areas, vis- à-vis parental
involvement, form the basis of the current study.
Parental Involvement and Student Performance
Parental involvement is a valuable strategy that increases student achievement
(Bower & Griffin, 2011). "Parental connection capitulates pupils enhanced performance
in schools; thus, families must ascertain a supportive home environment for their children
as learners" (Cano et al., 2016, p.143). Home and school collaboration enhances the
positive effect on students' learning experience. The collaboration between home and
school gives parents greater empowerment to be part of their children's academic success
and learning. Students prosper when parents collaborate and create a partnership with the
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school and community, closing the disparity between school, home, and family (Cano et
al., 2016).
Ma et al. (2016) meta-analysis study examined publications on the relationship
between children's learning outcomes and parents' educational involvement during a
unique period of early childhood education and early elementary education. Three
thousand four hundred seven studies surfaced as a result of the search procedures.
However, a purposeful criterion reduced the number of studies to 169, and further
consideration of sufficient statistical information for the estimation of effect size resulted
in a total of 46 studies. The findings of this study indicated a strong and positive
correlation (.509) between learning outcomes and parental involvement. The role of
parents was more important than schools and communities.
Steinmayr et al. (2014) defined academic achievement as the performance that
signifies the level of a person’s accomplishment of specific objectives in instructional
activities. There is well-documented and extensive evidence of parent involvement’s
influence on academic achievement (Hirano & Rowe, 2016; Liu & White, 2017; Cooper,
2017; Wang et al., 2014). Parental involvement is a valuable strategy that increases
student achievement (Bower & Griffin, 2011). "Parental connection capitulates pupils
enhanced performance in schools; thus, families must ascertain a supportive home
environment for their children as learners” (Cano et al., 2016, p.143).
Many studies illustrate this association with either all or some of the dimensions
of the Epstein Model. Deslandes et al., 1999 examined the relationship between
adolescents' perceptions of home and school partnership practices and two student
education outcomes: grades in French and time spent on homework. The participants for
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the study consisted of two groups, 525 general education students and 112 special
education students. The questionnaires were based on Epstein's framework of six types of
partnership practices. They found that parental involvement in learning activities at home
(type 4) as a predictor of student outcomes for general education students and
significantly associated with grades for special education students. There was also a
significant association of parenting (type 1) with time spent on homework. Klugman et
al. (2012) also found that parental involvement among Latinos was a strong predictor of
academic achievement stronger than peer and teacher support, parent education, and
language proficiency. In examining school and family partnerships, Ford et al. (1998)
found that communicating with parents and involving them in their children's learning
positively affected children's attitudes toward math. A National Educational Longitudinal
Study of 1988 (Ho & Willms, 1996) found that parental involvement in school activities
had a particularly strong effect on academic achievement.
Ma et al. (2016) meta-analysis study examined publications on the relationship
between children's learning outcomes and parents' educational involvement during a
unique period of early childhood education and early elementary education. Common
research databases were searched using keywords. Three thousand four hundred seven
studies surfaced as a result of the search procedures. Rigorous data analysis of effect
sizes to identify salient variables responsible for the variation in effect sizes across
studies was conducted using a weighted least square multiple regression analysis. The
analysis indicated a strong and positive correlation (.509) between learning outcomes and
parental involvement.
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Teachers’ Perceptions of Home-School Communication
Bandura (1993) suggests that teachers’ perceptions and views in the classroom
often spur action. Successful home-school communication enables teachers to interpret
and convey school agendas to parents (Bowman, 1989). Epstein (2011) identifies homeschool communication as a critical ingredient of parental involvement. Epstein (1995)
depicts home-school communication as the overlap and interaction of the family sphere
and school sphere in the overlapping spheres theory. Hirsto (2010) avers that
communication is the most common form of parental involvement. Many parental
involvement research frameworks consistently include the communicative function
(Bauch, 1994). Several studies also concur that the greatest onus in initiating and
maintaining communication falls on teachers (Adams, 2010, Farrell & Collier, 2010,
Wanat, 2010). The establishment of constructive communication between teachers and
parents requires a supply of sufficient information to the family with the aim of
identifying parents' expectations, higher student achievement, and developing lasting
support and interest (Epstein, 2011). Hall and Quinn (2014) argue that when teachers
experience challenges communicating with parents, dialogue with students becomes
limited, student success is stalled, and effective teaching processes are not implemented.
For the greatest effect, communication must be two-way. In fact, No Child Left
Behind (NCLB) defined parental involvement as the "participation of parents regular,
two-way, and meaningful communication involving student academic learning and other
school activities" (Department of Education, 2004, p3). Adams (2010) also argues that
two-way communication leads to greater parental involvement and consequently
increases student success. Schools and teachers are expected to create two-way
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communication channels between school and home and communicate with families about
school programs and student progress (Doğan, 1995). Unfortunately, independent or
personalized two-way communications are rare, as 90% of parents only receive one-way
communications such as newsletters, memos, and notes addressed to all parents (Farrell
& Collier, 2010).
Traditionally, the most common forms of home-school communication included
students themselves, school newsletters, report cards, and parent/teacher conferences
(Cattermole & Robinson, 1985). Baker (2001) summarizes the types of home-school
communication to include: scheduled meetings and conferences organized periodically
by the school; impromptu meetings between teachers and parents that occurred due to the
presence of parents on the premises; phone calls; home visits; written information sent
home; and written institutional documents regarding school's policies and teachers'
expectations. Abel (2012); Goldkind and Farmer (2013); Pakter and Chen (2013) found
that invitations about school events were effective in encouraging parental involvement,
while Kosaretskii and Cherrnyshova (2013); Olmstead (2013); and Pakter and Chen
(2013) concluded that school-related automatic phone calls, e-mails, parent portals,
texting, and websites increased parental involvement.
Since teachers’ perceptions impact their actions (Vangrieken et al., 2015),
teachers who view home-school collaboration as crucial to student success would
inevitably develop sustained and persistent lines of communication between schools and
parents. Smith and Wingate (2016) arrived at a similar conclusion that teachers are more
likely to encourage home-school collaboration if they perceive that it positively affects
learning and student success. In a study of teachers' perceptions of the home-school
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collaboration, Josilowski (2017), found that a little-known benefit to the student is that it
offered emotional support. Soutullo et al. (2016) suggested that parents receive support
whenever they engage in collaborative relationships with schools.
In a study at two elementary schools near a military base in Connecticut, Farrell
(2010) investigated teachers' perceptions of home-school communication. Farrell (2010)
found that home-school communication is essential to increased student achievement. All
the study participants were educators, and ten of them were teachers. In numerous
studies, including Dor (2011), teachers express relatively positive attitudes toward homeschool collaboration. The affirmative attitude is crucial since it determines what teachers
do next.
Teachers’ Perceptions of Parental Involvement
It is certain that when teachers do not collaborate with and encourage parents to
become involved, parents remain disengaged in their children’s education (Patterson et
al., 2009). The responsibility of ensuring that students have the necessary skills for
operation outside the school demand that teachers seek and build connections with
communities and families (Jeynes, 2012). Barnyak and McNelly (2009); Dor and RuckerNaidu (2012); Epstein (2011); Jeynes (2010); Patterson et al. (2009); and Semke and
Sheridan (2012) are but a few of multitude of studies that support the notion that teachers'
perceptions of parental involvement are fundamental in the determination of how
teachers communicate with parents; and teachers' expectations of parents. While the lack
of parental involvement can be frustrating to teachers, the question begs whether teachers
receive the relevant training to develop strategies for effectively involving parents
(Robbins & Searby, 2013).
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Carmen and Sylvia (1999) performed a qualitative study that measured the
teachers’ perception of parental involvement. The investigative study used six probing
questions to elicit information from twelve teachers on home-school partnership and
parental involvement. Carmen and Sylvia (1999) asked teachers about their perception of
parental involvement and parents’ growth after being part of the El Instituto Familiar.
Teachers were asked to sort their responses from the least to the most significant. Carmen
and Sylvia (1999) found that teachers with over thirteen years of experience or more were
more focused on academic education. Teachers with eight years of experience or less
expressed more comprehensive perceptions of parental involvement that included social
and emotional, economic, and ethnic views. Overall, the study found that teachers’
perceptions vary vastly even within the same school (Carmen & Sylvia, 1999). However,
a universal finding showed that teachers’ perceptions of parental involvement included
building community involvement for students’ academic success (Carmen & Sylvia,
1999).
Reynolds (1992) compared parents' perceptions of involvement with math and
reading test performances and found that parental involvement was positively correlated
with achievement test scores. Griffith (1996) used data from 42 elementary schools to
examine the relationship between parental involvement and students' academic
performance. He concluded that schools with higher levels of parental involvement and
empowerment also had higher student achievement scores. Greenwood and Hickman
(1991) stated that the home had just as much influence on students' learning as did the
school. Byfield (2012) and Pinder (2013) found that parental involvement was vital to the
achievement of black students. The Hoover-Dempsey and Sandler’s 1997 model revealed
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that parental involvement, as described at each of its phases, influences and to a large
degree predicts student outcomes.
A quantitative study done in Israel involving Arab teachers found that teachers’
perceptions of parental involvement were positive (Arar et al., 2016). Arar et al. (2016)
surveyed over 200 teachers using two Likert-scale surveys to focus on the Arab education
system in Israel. According to Arar et al. (2016), teachers agree that parental involvement
is advantageous for children’s learning. Furthermore, the study indicated that there was a
correlation between teachers’ perceptions of parental involvement with the principal’s
transformative and transactional leadership styles and increased support of parental
involvement (Arar et al., 2016). However, when principals exhibit a lack of leadership
and a lack of building a school culture, teachers' perceptions correlate with the principal's
focus on pedagogical issues and increase teacher support for parental involvement (Arar
et al., 2016). The implications of this study were that the Israeli Department of Education
would use Arab teachers as a change agent to promote active parental involvement since
it impacts students’ success (Arar et al., 2016). “According to our study findings, Arab
elementary teachers in Israel have very positive perceptions mainly toward three aspects
of PI: It is important for students' achievements, it empowers the teachers, and it can be
promoted by the principal and teachers at schools” (Arar et al., 2016, p.141).
Herman and Reinke (2017) conducted a quantitative study that examined the
effect of the Incredible Year Teacher Classroom Management program (IYTCM). The
study involved 150 teachers in nine urban schools involving 1818 predominantly African
American students with behavior issues. “IYTCM was designed as a 6-day teacher
training program focused on improving teacher-student and teacher-parent relationships
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and increasing teacher use of effective classroom management strategies” (Herman &
Reinke, 2017, p. 91). Teachers were randomly selected to participate in the IYTCM
program or a control group that did not receive training (Herman & Reinke, 2017).
Herman and Reinke's (2017) participants were mostly white female teachers, and
students were mostly male African Americans and qualified for free or reduced lunch.
The IYTCM program found that teachers' interactions and ease with parents increased
their positive outlook on parental involvement (Herman & Reinke, 2017).
Teachers’ perceptions of parental involvement have not been spared from
systemic racism. Marchand et al. (2019), avers that greater flexibility in schedules,
availability of capital, and power structures that marginalize non-white parents lead to
White parents engaging in parental involvement more (Reynolds, 2015; Wilson, 2019).
Howard and Reynolds (2008) claim that school faculty may fail to understand the role
that race plays in their perceptions of Black parents and how race and class systemically
and systematically constrain Black parents’ involvement in schools, which further
aggravates the racial inequities in schools. Moreover, when parents of color engage in
protests against school boards, participate in school councils, or organize parent spaces to
improve standards, educators may view the actions as angry, aggressive, and agitative
(Reynolds 2010). Such poor views may result in discriminatory treatment in the schools,
with educators neither expecting, welcoming, nor cultivating relationships with Black
parents (Wilson, 2019).
It is, therefore, a foregone conclusion that parental involvement is a crucial and
necessary ingredient to a student’s academic achievement, hence parental involvement
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strategies may lead to student success as acknowledged in Darensbourg and Blake
(2014), Wang et al. (2016), and Watson and Bogotch (2015).
School Factors that Influence Parent Engagement
School size (SS) There is an acute need for studies on how school size is related
to parents’ and teachers’ perceptions of parental involvement. Bonesrønning (2004)
studied Norwegian primary school children and found that the smaller the class size, the
higher parental involvement was. Walsh (2010) researched United States middle and
senior high school students and concluded that increasing the school size was associated
with decreased parents' volunteer activities. In examining academic achievement,
absenteeism, dropout rate, and parental involvement in school as a function of high
school size, Gardner et al. (2000) found out that small schools had higher parental
involvement. Further evidence of the importance of school size in promoting involvement
is provided through case studies by Wehlage et al. (1989). Meier (1997) leads us to
believe that large comprehensive schools are impersonal and bureaucratic and present
many barriers to parental involvement. Goldkind and Farmer (2013) conducted a study to
examine the relationship between school size and parents’ perceptions of school
invitations for involvement. Goldkind and Farmer (2013) found that school size indirectly
affected parents' perception of invitations to participate in school activities. In addition,
Goldkind and Farmer (2013) found that school climate influences the effect of school
size on home-school communication and participation opportunities for parents. Within
the broader scope of school reforms, many school-size-related actions promote greater
student and parental involvement (Hartmann et al., 2009; Semel & Sadovnik, 2008).
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Free or reduced-price lunch (FRPL) The FRPL program is the most commonly
used gauge for student poverty in the USA (Cookson Jr, 2020). Eligibility to FRPL is
assumed to indicate social-economic status (SES). In other words, FRPL is an adequate
proxy for SES. Fantuzzo et al. (2000) report that families with low SES, lower
educational levels, and single-parent status have patterns of lower parental involvement.
Shumow et al. (2011) found that FRPL negatively predicted parental involvement in a
study that sought to examine demographic and psychological predictors of parent
involvement in children’s science high school education. Shumow et al. (2011)
concluded that parents of students receiving free or reduced-price lunches were
significantly less likely to participate in school activities than the students who did not
qualify for free or reduced-price lunches. To further confound FRPL and SES, Stormont
et al. (2013) found that teachers were more likely to report a lack of comfort with parents
from low-income backgrounds. They had reduced parent involvement to contact
(frequency of interactions between parents and teachers) and comfort (quality of teacher
relationship with the parent).
The proportion of non-white students (NW) Field-Smith (2005) states,
"teachers often perceive African American parents as uninvolved and disinterested in
their children's education" (p. 130). Thompson (2003) claims that many educators do not
believe African American parents care about their children's education. Abdul-Adil and
Farmer (2006) state that research shows African American parents are less involved in
their children's learning than White parents. Fantuzzo et al. (2000) report that families of
ethnic minority status have patterns of lower parental involvement. It is thus consistent to
conclude that schools with higher proportions of non-white students would witness lower
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parental participation. Kim (2009) identified teachers' perceptions about the efficacy and
the capacity of minority parents as some of the school barriers to minority parental
participation. Archer-Banks and Behar-Horenstein (2008) attempted to determine the
factors that influence African American parents' involvement in their children's middle
school experiences. Archer-Banks and Behar-Horenstein (2008) conducted two focus
group interviews, and the participants agreed that parent involvement was important. The
research participants recommended setting higher expectations, flexible meeting
locations, and workshops for homework help to increase parent involvement.
School urbanicity (SU) The school's location may certainly affect parental
involvement and possibly affect teachers’ perceptions of the same. Crosnoe (2001) found
that characteristics of the schools may influence parental interaction with school
personnel and participation in school activities (e.g., school size) and the neighborhoods
in which families live (e.g., urbanicity, poverty level).
Predicting Parental Involvement
Research suggests that certain factors predicate parental involvement. Although
the focus of most research efforts on parent involvement predictors has been on
demographic factors, such as income, parental education level (Hoover-Dempsey et al.,
1987; Lareau, 1987), and single parenthood (Epstein, 1990b), some studies point
elsewhere. For example, Overstreet et al. (2005) examined predictors of parental school
involvement within a sample of 159 economically disadvantaged, African American
parents living in an urban setting. They found school receptivity as the strongest predictor
of PI. Parental educational aspirations for the child and community engagement
behaviors were significant predictors. At the same time, parent level of employment was
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a significant predictor of school involvement for parents of middle and high school
students.
Grolnick et al. (1997) - in the study with a diverse sample of 209 mothers, their
3rd-5th grade children, and 28 teachers participated – considered parental context and
parent involvement to examine the factors that may predict parents' involvement in their
children's schooling. They identified three sets of factors: "parent and child
characteristics, family context, and teacher behavior and attitudes" (p. 538). In Hayes
(2011), parental demographic variables, educational aspirations for their adolescents, and
perceptions of teacher support were examined to determine how they predicted home and
school involvement. Educational aspirations predicted home involvement in a low
socioeconomic group of parents, while educational aspirations, parent education, and
perceived teacher support predicted school involvement. In a higher socioeconomic
group of parents, educational aspirations and perceived teacher support predicted home
involvement.
Hoover-Dempsey and Sandler (1997, 2005) developed an entire model, HDS, for
predicting parents' involvement in students' education. They found that parents' role
construction (beliefs regarding what they are supposed to do as parents) and feelings of
parental self-efficacy (belief in their ability to facilitate their children's achievement of
specific outcomes) predict parents' involvement decisions. The power of the HDS model
has been confirmed in several studies, including Park and Holloway (2013), which used a
national sample of 3,248 parents to examine the relationship between parental
involvement and high school outreach efforts, parent satisfaction, and parental beliefs.
Their findings suggest that school outreach efforts were critical in promoting historically
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disenfranchised parents' involvement in the schools while enhancing parenting selfefficacy was crucial for supporting their participation at home. The significant predictive
power on parental involvement of the HDS model has also been repeatedly confirmed at
the elementary school level, as demonstrated in Anderson and Minke (2007), MarinezLora and Quintana (2009), and Reed et al. (2000).
While many studies have found that low-income and minority parents are less
likely to participate in some forms of involvement in their children’s schooling (Lee &
Bowen, 2006; Wong & Hughes, 2006), few studies have examined why. Researchers lack
explanations that account for the observed differences (Hill et al., 2004), and these can be
revealed in studies that identify the predictors of parental involvement, such as the
current one.
Conclusion
Chapter two identified the three theories which guided the study, Epstein's
Overlapping Spheres, Bandura's Social Learning, and Coleman's Social Capital theory.
Additionally, the existing empirical studies have positioned the pivotal research
questions. Chapter three will expound on the methodology and research design.
The conceptual framework in this study is derived from the relationships between
the overlapping spheres of influence theory, the social learning theory, and the social
capital theory. Home-School Communication, an essential facet in the study, is visible in
the interaction between Epstein's family and school spheres of influence. The social
capital theory is a lens through which race, urbanicity, and socioeconomic status can be
applied to evaluate parental involvement. Bandura’s factors of determinism (behavior,
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personal, environment) which may explain how children learn by observing and imitating
their parents, make parental involvement critical.
The various studies on barriers to parental involvement; student performance;
predicting parental involvement; teachers’ perceptions of home-school communication;
and school factors that influence parent engagement, summarized in this chapter, broaden
the understanding of teachers’ perceptions of parental involvement. Additionally, the
studies provide empirical evidence and identify the dominant ideas discussed in teachers’
perceptions of parental involvement.
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CHAPTER 3: METHOD
Introduction
Chapter two explored and reflected on the literature that exists on teacher
perceptions of parental involvement. The chapter delved into the theoretical
underpinnings of parental involvement, considered some of the related empirical
evidence, and developed the conceptual framework that guides this study. Chapter three
describes the research methodology and procedures utilized in this study. It documents
the research design, sample characteristics, the instruments for data collection, and the
data analysis techniques. This chapter is organized into the following sub-sections: the
purpose of the study; specific research questions; research design and data analysis;
reliability and validity of the research design; sample or participants; instrument;
procedures for collecting data; research ethics; and a conclusion.
Purpose of the Study
This study aimed to identify and understand the impact of school characteristics
on teachers' perceptions of parental participation in K-12 institutions. The study was
conducted across the United States of America. The two questions that guided the study
are discussed in the next section.
Specific Research Questions and Hypotheses
1. Research Question 1: How do teachers perceive home-school communication, and
does it differ based on the racial and economic composition of the school?
The related null hypothesis (H10: β1 = β2 = β3 = β4 = 0) for the research question
implies that school characteristics are not predictive of teachers' perceptions of homeschool communication in K-12 institutions. In contrast, the alternative hypothesis
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(H11: βi ≠ 0) states that at least one school characteristic predicted teachers'
perceptions of home-school communication in K-12 institutions.
2. Research Question 2: How do teachers perceive school parental involvement, and
does it differ based on the racial and economic composition of the school?
The related null hypothesis (H10: β1 = β2 = β3 = β4 = 0) for the research question
implies that school characteristics are not predictive of teachers' perceptions of
parental involvement in K-12 institutions. In contrast, the alternative hypothesis (H11:
βi ≠ 0) states that at least one school characteristic predicted teachers' perceptions of
parental participation in K-12 institutions.
The Dependent Variable (DV) of research question one, Home-School
Communication, is aggregated from an 8-point composite score of the 2017 Measure to
Learn and Improve (MLI) survey, Rand American Teacher Panel survey. The Dependent
Variable (DV) of research question two, Parental Involvement (PI), is measured on a 5point composite score of the same 2017 MLI survey. The four shared Independent
Variables (IVs) under scrutiny were: percentage of non-white students, school urbanicity,
school size, and percentage of students participating in the free or reduced-price lunch
program.
The use of a variable in a specific statistical analysis and algorithm must be
understood per the operational definitions below. The variables of the study may thus be
described as:
•

Home School Communication (HSC) is the dependent variable that measures
the incidence of home-school communication as witnessed by the teachers. In the

36

current study, it is an eight-item composite score covering parent-teacher
interactions and parent-school interactions. The eight items are:
•

Teachers work closely with parents/guardians to meet students’
needs.

•

Parents/guardians have confidence in the expertise of the
teachers.

•

Parents/guardians are invited to visit classrooms to observe the
instructional program.

•

We work at communicating to parents/guardians about the
support needed to advance the school mission.

•

Staff at this school work hard to build trusting relationships with
parents/guardians.

•

We encourage feedback from parents/guardians and the
community.

•

Teachers try to understand parents'/guardians' problems and
concerns.

•

Parents/guardians are greeted warmly when they call or visit the
school.

•

Parental Involvement (PI) in School is the dependent variable that measures the
incidence of parental involvement in their children’s education as witnessed by
the teachers. In the current study, it is a five-item composite score relating to the
number of parents involved in various school activities:
•

Volunteer to help in the classroom?

•

Help raise funds for the school?

•

Attend school-wide special events?

•

Attend parent/teacher conferences when you requested
them?

•

Pick up their child’s report card?
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•

Percent of Non-White students (NW) is an independent variable that measured
the percentage of non-white students at a school and categorized as either
majority or minority. The non-White majority would therefore imply that the
school had more minority students, while NW minority meant that the non-white
white students were fewer than white students.

•

Percent of Students on Free or Reduced-Price Lunch (FRPL) is an
independent variable that measured the percentage of students participating in the
free or reduced-price lunch program at a school and categorized as either majority
or minority. The students on Free Lunch majority would therefore imply that the
school had more students from low-income families, while students on Free
Lunch minority meant that more students were from affluent families.

•

School Urbanicity (SU) is an independent variable that captured whether the
school was located in a city, a suburban area, or a rural/small-town setting. Urban
schools were identified as located in central cities; suburban schools were located
in the area surrounding a central city, while rural/small town schools were those
located in areas outside a metropolitan statistical area.

•

School Size (SS) is an independent variable that documented the size of a school
as either large, medium, or small. Small schools, as those with an absolute
number of fewer than 400 students (Grauer, 2012), extended to 499 in this study.
Many medium-sized schools typically host between 500 and 900 students,
extended to 999 in the current study. The minimum size of large schools is 1000
students.
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•

Grade Configuration (GC) is an independent variable that captured the grade
band of the school into either elementary, middle, or high. Primary schools are
elementary schools (K–5th grade), intermediate (upper primary or lower
secondary) schools are middle schools (6th–8th grades), and secondary schools
are high schools (9th–12th grades). GC is used in the supplementary results.

Research Design and Data Analysis
The current study's design is quantitative since it seeks to identify school factors
that influence or best predict parental involvement from teachers’ opinions through the
analysis of numerical data. Additionally, the absence of interventions, treatments, and
control groups made the specific type of design non-experimental. This study is
considered non-experimental because it does not involve (a) random assignment of
participants to a group, nor (b) the active introduction or manipulation of an intervention
by a researcher (Cook et al., 2008).
With regard to data analysis, this study applied both multiple linear regression and
Pearson’s correlation. In research question one, coefficients of features of the school that
predict home-school communication were computed from the regression analysis of
parental views as perceived by teachers against school characteristics. Positive and
negative coefficients indicate the rise of the variables in tandem and inverse
proportionality, respectively, while the magnitude of the coefficients will illustrate the
strength of the relations. Therefore, it will be possible to show the causal relationship and
statistical significance of the variables of home-school communication (HSC), the
outcome variable, and the predictor variables NW, FRPL, SU, and SS. The same
regression procedures are repeated with the coefficients of determination for variables to
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predict home-school communication. We will show the causal relationship and the
statistical significance of the variables of overall home-school communication (dependent
variable) and the four qualities of the school (independent variables).
Research question two also demands multiple regression procedures to show the
causal relationship and the statistical significance between parental involvement (PI),
which is the outcome/dependent variable, and the predictor/independent variables NW,
FRPL, SU, and SS.
Research Population and Sample
According to technical documentation of the 2017 Measure to Learn and Improve
Survey, the American Teacher Panel (ATP) sample was designed to be “sufficient to
facilitate national analyses as well as analyses of prevalent subgroups at the national
level” (p. 2). Therefore, this study was, by extension, conducted nationally on the
population of all teachers in K-12 institutions across the USA. NCES indicates that, for
the 2017-18 school year, the number was tagged at approximately 4 million teachers in
both private and public-school classrooms. Potentially, over 4 million teachers could
have responded to the questionnaire. However, invitations to complete the questionnaires
were sent out to only 20,986 by email. Those who began and answered at least one
substantive question were 14,385. At least 13,839 completed the questionnaire halfway.
Those who successfully completed the entire survey were 13,614. Elimination of
incomplete surveys and execution of stringent data screening created a research sample of
10,529. Tables 1 and 2 summarize their characteristics.
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Table 1
Description of Participants by Teacher Demographics
Demography

Groups

Number

Percentage

<4
4-14
> 14

1195
5275
4059

11.3%
50.1%
38.6%

Elementary
Middle
High

5358
2384
2787

50.9%
22.6%
26.5%

White
Black
Other

8707
868
955

82.7%
8.2%
9.1%

Female
Male

8928
1601

84.8%
15.2%

> Bachelor’s
= < Bachelor’s

6789
3740

64.5%
35.5%

Years of Experience

School Level

Race

Gender
Qualifications

Table 2
Description of Participants by School Characteristics
Characteristics

Groups

Number

Percentage

School Size

Large
Medium
Small

3466
3534
3529

32.9%
33.6%
33.5%

Free/ Reduced-Price
Lunch

Majority (More)

5573

52.9%

Minority (Less)

4956

47.1%

Non-White Population

Majority (More)
Minority (Less)

4654
5875

44.2%
55.8%

Urbanicity

City
Suburb
Town/Rural

2587
3775
4167

24.6%
35.9%
39.6%
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Instrument
This study employs the use of secondary data. The instrument utilized Measure to
Learn and Improve (MLI) survey was created by RAND corporation to be administered
on the American Teacher Panel, a standing survey panel, which is a nationally
representative sample of K-12 schoolteachers. RAND Corporation's American Teacher
Panel (ATP) was established to allow researchers and policymakers an efficient tool by
which the opinions and perspectives of teachers could be assessed robustly and
efficiently. Only a section of the data from the 2017 Measure to Learn and Improve
(MLI) survey, the Rand American Teacher Panel survey, was necessary for the current
study. The Dependent Variable (DV) or Outcome Variable was Parental Participation
(PP) measured on a 13-point composite score. A careful inspection of the 13 items
revealed that eight captured parent-teacher cooperation, while 5 documented the
frequency of parental involvement if school activities. The four Independent Variables
(IVs) or Predictor Variables were categorical: percentage of non-white students, school
urbanicity, school size, and grade configuration. The Cronbach's alpha for the instrument
(r = .857) indicated a high level of internal consistency and good scale reliability. The
specific survey items are summarized in Table 3.
Table 3
Mapping Survey Items to the Research Study Independent and Dependent Variables
Individual survey items
1.
Teachers work closely with parents/guardians to
2.

Research variable
DV Home-School

meet students’ needs.

Communication

Parents/guardians have confidence in the

DV Home-School

expertise of the teachers.

Communication
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Individual survey items
3.
Parents/guardians are invited to visit classrooms
4.

Research variable
DV Home-School

to observe the instructional program.

Communication

We work at communicating to parents/guardians

DV Home-School

about the support needed to advance the school

Communication

mission.
5.

Staff at this school work hard to build trusting

DV Home-School

relationships with parents/guardians.

Communication

We encourage feedback from parents/guardians

DV Home-School

and the community.

Communication

Teachers try to understand parents'/guardians'

DV Home-School

problems and concerns.

Communication

Parents/guardians are greeted warmly when they

DV Home-School

call or visit the school.

Communication

9.

Volunteer to help in the classroom?

DV Parental Involvement

10.

Help raise funds for the school?

DV Parental Involvement

11.

Attend school-wide special events?

DV Parental Involvement

12.

Attend parent/teacher conferences when you

DV Parental Involvement

6.
7.
8.

requested them?
13.

Pick up their child’s report card?

DV Parental Involvement

14.

Percentage of Non-White Students

IV

15.

School Urbanicity

IV

16.

School Size

IV

17.

Percentage of Students on FRPL

IV

18.

Grade Configuration

IV

Procedures for Data Collection
This study takes advantage of secondary data from Rand. Rand's ATP MLI survey
was administered via email invitation to 20,986 teachers, with only 13,614 completing
the survey to the end. Invitations to the ATP May 2017 MLI survey were sent out on
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Wednesday, May 3, and the survey was open for just over four weeks, closing on Friday,
June 2. The survey took about 30-minutes to complete online. Rigorous data screening
resulted in a research sample of 10,529. The researcher kept the survey data, documents,
computers, and devices safely under lock and key. Data was ported from the original
ATP MLI database to excel spreadsheets for further cleaning, confirmation, and coding
and was then exported to the Statistical Package for Social Scientists (SPSS). Statistical
analysis was conducted on SPSS. Data porting and coding, cleaning, and statistical
analysis took one calendar month.
Research Ethics
The study was conducted with IRB approval. Participation in the completion of
Rand's ATP MLI survey by the teachers was voluntary. It was envisioned that the study
results would help educators significantly improve the parental participation strategies by
recognizing differences attributable to school characteristics. The students were also
expected to benefit since the study would lead to recommendations that encourage higher
parental involvement, which research has proven to affect student achievement
positively. The results of the study will also be shared with the school districts to impart
valuable information for better planning and management and, most importantly, for the
improvement of student performance.
Limitations
The reliance on secondary data was noted as a limitation. Having been collected
for other purposes, the data may not have matched the research questions perfectly. The
instruments utilized in other research efforts and literature on teacher perception and
parental involvement richly covered many more items and many other dimensions. The
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research design was also considered as a limitation of the study. The researcher's opinion
is that a non-experimental approach greatly reduced opportunities for triangulation and
data veracity. The application of other statistical analysis techniques other than regression
could have enhanced and educated the study.
In this study, the types of parental involvement considered were limited to homeschool communication and participation in school activities (volunteering). Other types,
including parenting skills, learning at home, decision making, and collaborating with the
community, were not within the purview of this study.
Conclusion
Chapter three delved into the details of the research methodology. Building on the
purpose and research questions, it comprehensively laid out the research design and
analysis, reliability, and validity, describes the sample, provides information on the
research instrument and commits to an ethical guide. Once data is collected and analyzed
in chapter three, the next chapter will document the statistical results. Chapter four
involved the statistical analysis of data and the presentation of research results. Summary
tables with numeric and narrative data providing the results of multiple statistical tests
will be utilized, while illustrative figures will give diagrammatic representations of
relationships. Findings for each research question will be provided from the relevant data
analysis.
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CHAPTER 4: PRESENTATION OF RESULTS
Introduction
This study set out to examine the factors that affect parent-community ties. The
specific tasks were to determine how teachers perceive home-school communication and
parental involvement and whether the perceptions differ based on the racial and economic
composition of the schools. The school factors under consideration were school size, the
proportion of students on free/reduced-price lunch, the proportion of non-white students,
and school urbanicity. In addition, teacher-related information, including the grades
taught, experience in years, gender, race, and academic qualifications, was given due
respect in the supplementary results.
Chapter four encompasses the results of the research effort. First, the chapter
presents some specifics gathered from screening the secondary data utilized in the study.
Secondly, it assesses the reliability of the research instrument. Thirdly, it shows
descriptive details of the sample against the research items. Section four is the heart of
the matter; it addresses the two research questions by presenting the statistical findings on
teachers' perceptions of home-school communication and parental involvement. Finally,
in a fifth segment, the chapter looks at some supplementary results before closing with a
conclusion. The results chapter is a follow-through of chapter three's methodology, data
collection, and analysis. The deductions of chapter four subsequently feed into the
discussions and recommendations in chapter five.
Data Screening
In this study, the researcher used secondary data from the 2017 Measure to Learn
and Improve Survey (MLI) of the Rand American Teacher Panel to gauge how teachers
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perceive parent-community ties. Of the relevant data variables extracted for
consideration, five (grades taught, years of experience, gender, race/ethnicity, and
education qualifications) were teacher-related, while four (school size, proportion of
students on free/reduced-price lunch, proportion of non-white students, and school
urbanicity) were school characteristics. The MLI survey was administered via email to a
20,986-national sample of teachers across the elementary, middle, and high school levels.
Thirteen thousand, eight hundred and thirty-nine (13,839) teachers responded adequately.
After thorough checking of values, coding errors, and missing items, only 10,529 records
were cleared for inclusion in this study. Of the offending records, five were missing
information on grade band, 306 on gender, 136 on race, four on education, 2313 on
school size, 111 on free/reduced-price lunch, two on non-white proportion, four on
school urbanicity. Three hundred and sixty-four records without row data on parentalcommunity ties were discarded. Column averages replaced missing values on parental
community ties in 50 records.
Reliability of Instrument
The Statistical Package for Social Scientists (SPSS) software was utilized to test
the reliability of the instrument. Vogt (1993) defines reliability as the consistency or
stability of a measure or test from one use to the next. Cronbach's alpha (α) is the most
common scale of internal consistency (reliability). It is used when one has multiple Likert
questions in a survey that form a scale, and determination of its reliability is necessary.
Correlations measure reliability, and attitude scales, produced from surveys, and have an
acceptable range of greater than .60. The overall Cronbach's alpha for the scale resulted
in r = .857, indicating a high level of internal consistency and good scale reliability.
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Further, a bivariate Pearson correlation of the scale proved that all items except one
correlate at r =.649 or lower. No two items were highly correlated to lead to the
conclusion that they measured the same facet of the construct. As illustrated in Table 4,
in virtually all the items except one (with a .002 increase), deleting any would reduce the
scale’s reliability to .841 < = r < = .849. Therefore, none of the items warrants deletion.
Table 4
Cronbach's Alpha if Item is Deleted

Descriptive Results
To set the scene, this section is a presentation of the general results. The study
sample consisted of 10,529 teachers nationally. A high percentage of 50.1% (5275) had
years of experience between 4-14; 38.6% (4059) had greater or equal to 14 years, and
11.3% had less than four years of experience. Of the 10,529 respondents, 5358 (50.9%)
were drawn from elementary schools, 2384 (22.6%) from middle schools, and 2787
(26.5%) were high school teachers. The sample consisted of teachers who were 82.7%
(8707) White; 8.2% (868) Black or African American; and 9.1% (955) were of Other
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Races. An 84.8% (8928) and 15.2% (1601) for female and male, respectively, showed a
much higher representation of one gender. Notably, 6789 (64.5%) were graduates with
higher qualifications than a bachelor’s degree, while 3740 (35.5%) held a bachelor’s
degree or lower. The school sizes represented were almost equal in number, with 32.9%
(3466), 33.6% (3534), and 33.5% (3529) covering large, medium, and small,
respectively. Many of the schools, 52.9% (5573), had a majority of students participating
in the free or reduced-price lunch programs, while 47.1% (4956) did not. The schools
where the non-white student population was the majority were 4654 (44.2%), and the
opposite was 5875 (55.8%). In the sample, 39.6% (4167) of the schools were in small
towns or rural, 35.9% (3775) were in the suburbs, and 24.6% (2587) were in cities.
For the purpose of statistical analysis, the survey indicators were grouped by the
constructs they measured, and the descriptive statistics for each were calculated. For
example, Home-School Communication responses ranged from 1 (Strongly Disagree) to
4 (Strongly Agree). The responses for Parental Involvement in school activities ranged
from 0 (None/ No parents) to 4 (All/ Nearly All). Tables 5 and 6 summarize the teacher
responses on each of the items that measured the two constructs (home-school
communication and parental involvement).
Table 5
Means and Standard Deviations of Home-School Communication from a Scale of 1 - 4 in
the MLIS Survey (N =10529)
Home-School Communication Items
Teachers work closely with parents/guardians to meet
students’ needs.
Parents/guardians have confidence in the expertise of the
teachers.
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Mean
3.151

SD
0.781

3.089

0.745

Home-School Communication Items
Parents/guardians are invited to visit classrooms to observe
the instructional program.
We work at communicating to parents/guardians about the
support needed to advance the school mission.
Staff at this school, work hard to build trusting relationships
with parents/guardians.
We encourage feedback from parents/guardians and the
community.
Teachers really try to understand parents'/guardians'
problems and concerns.
Parents/guardians are greeted warmly when they call or
visit the school.

Mean
2.825

SD
0.997

3.201

0.785

3.392

0.688

3.333

0.723

3.398

0.672

3.500

0.661

Table 6
Means and Standard Deviations of Parental/Guardian Involvement in School Activities
on a Scale of 0 - 4 in the MLIS Survey (N = 10529)
Parental Involvement Items
Volunteer to help in the classroom?
Help raise funds for the school?
Attend school-wide special events?
Attend parent/teacher conferences when you requested
them?
Pick up their child’s report card?

Mean
0.689
1.197
1.682
2.224

SD
0.793
0.902
0.945
1.171

1.990

1.493

To draw further general descriptive results, one-way analysis of variance
(ANOVA) assumption tests were conducted. No violations were encountered. The two
dependent variables (home-school communication and parental involvement) were
measured on a continuous scale. The four independent variables (school size, proportion
of students on free/reduced-price lunch, proportion of non-white students, and school
urbanicity) had two or more independent groups. All the 10,529 records or observations
were independent of each other. A small number of univariate outliers was identified and
expunged; 49 records had z-scores over 2.5, while 37 records had z-scores less than -2.5
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(Hair et al., 2010 as cited in Meyers et al. 2010). The new sample totaled 10,443.
Univariate normality was confirmed by checking kurtosis and skewness for the +1 to -1
range (George & Mallery, 2003, Morgan et al., 2001, Meyers, 2010). The data failed
Levine’s homoscedasticity tests, and hence, Welch ANOVA with Games-Howell test for
post hoc was adopted and passed.
Research Question 1: School Profile Predicts Teacher Perceptions of Home-School
Communication
Research Question 1 aimed to examine the extent to which school factors predict
teachers’ perceived home-school communication. The hypothesis that school factors were
predictors of teachers’ perceptions of home-school communication was supported, and
therefore the null hypothesis was rejected.
Table 7
Means and Standard Deviations of Teacher Perception of Home-School Communication
by School Size
HSC Items
N

Large
M

SD

N

Medium
M
SD

N

Small
M
SD

Parents and Teachers
work closely

3466 3.06

Parents confident of
Teacher expertise

3466 3.03 0.755 3534 3.11 0.736 3529 3.13 0.741

Parents invited to
observe classroom

3466 2.61 1.019 3534 2.87 0.983 3529 2.99 0.951

Schools’ timely
communication to
parents
School staff build
trust relationships
with parents
Teachers encourage
parental feedback

0.79

3534 3.19 0.775 3529

3.2

0.771

3466 3.12 0.805 3534 3.21 0.774 3529 3.27 0.769
3466 3.29

0.71

3534 3.42 0.677 3529 3.46 0.668

3466 3.27 0.728 3534 3.35 0.725 3529 3.38 0.712
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HSC Items
N

Large
M

SD

Medium
N
M
SD

N

Small
M
SD

Teachers understand
parental concerns

3466 3.32 0.682 3534 3.42 0.667 3529 3.45

Parents welcomed
cordially at school

3466 3.46 0.655 3534

3.5

0.66

0.669 3529 3.54 0.658

Table 7 illustrates that school size matters. Teachers in small-sized schools had
the highest averages in all home-school communication test items. Teachers in mediumsized schools had higher average scores than those in large schools.
Table 8
Significance of Differences of Teacher Perception of Home-School Communication by
School Size
Home-School Communication Items

df1

df2

F

p

Parents and Teachers work closely

2

10528

35.268

<.001

Parents confident of Teacher expertise

2

10528

19.083

<.001

Parents invited to observe classroom

2

10528

130.066

<.001

Schools' timely communication to parents

2

10528

33.387

<.001

School staff build trust relationships with
parents

2

10528

55.631

<.001

Teachers encourage parental feedback

2

10528

23.158

<.001

Teachers understand parental concerns

2

10528

38.239

<.001

Parents welcomed cordially at school

2

10528

11.677

<.001

As illustrated in Table 8, differences between schools by size were significant for
all test items on teacher perception of home-school communication.
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Table 9
Means and Standard Deviations of Teacher Perception of Home-School Communication
by Free/ Reduced-Price Lunch
Home-School Communication
Items
Parents and Teachers work
closely
Parents confident of Teacher
expertise
Parents invited to observe
classroom
Schools' timely communication to
parents
School staff build trust
relationships with parents
Teachers encourage parental
feedback
Teachers understand parental
concerns
Parents welcomed cordially at
school

Majority

Minority

N

M

SD

N

M

SD

5573

3.06

0.821

4956

3.25

0.721

5573

3.03

0.762

4956

3.16

0.719

5573

2.91

0.982

4956

2.73

1.004

5573

3.19

0.799

4956

3.21

0.769

5573

3.34

0.719

4956

3.45

0.648

5573

3.32

0.74

4956

3.35

0.702

5573

3.37

0.696

4956

3.43

0.642

5573

3.45

0.689

4956

3.55

0.623

In Table 9, free or reduced-price lunch (FRPL) schools were more (5573) than the
others (4956). Except for "parents invited to observe classroom," teachers in schools with
a minority of students on the free/reduced-price program scored higher on all other
measures of teacher perception of home-school communication.
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Table 10
Means and Standard Deviations of Teacher Perception of Home-School Communication
by the School's Proportion of non-white students.
Home-School Communication Items
N

Majority
M
SD

N

Minority
M
SD

Parents and Teachers work closely

4654

3.04

0.833

5875

3.24

0.726

Parents confident of Teacher
expertise

4654

3.04

0.765

5875

3.13

0.726

Parents invited to observe classroom

4654

2.91

0.996

5875

2.76

0.992

Schools' timely communication to
parents

4654

3.18

0.811

5875

3.22

0.764

School staff build trust relationships
with parents

4654

3.33

0.722

5875

3.44

0.656

Teachers encourage parental feedback

4654

3.3

0.743

5875

3.36

0.705

Teachers understand parental
concerns

4654

3.35

0.7

5875

3.44

0.647

Parents welcomed cordially at school

4654

3.43

0.697

5875

3.55

0.626

As seen in Table 10, more schools (5875) had majority white students. In 7 out of
all 8 test items, teachers in those schools had higher positive opinions on parental
perception of home-school communication. Seemingly parents in non-white majority
schools are invited less often to observe classes.
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Table 11
Significance of Differences of Teacher Perception of Home-School Communication by
the School's Proportion of non-white students
Home-School Communication Items

df1

df2

F

p

Parents and Teachers work closely

1

10528

169.158

<.001

Parents confident of Teacher expertise

1

10528

43.194

<.001

Parents invited to observe classroom

1

10528

62.912

<.001

Schools’ timely communication to
parents

1

10528

5.271

0.022

School staff build trust relationships
with parents

1

10528

78.545

<.001

Teachers encourage parental feedback

1

10528

14.638

<.001

Teachers understand parental concerns

1

10528

43.609

<.001

Parents welcomed cordially at school

1

10528

85.339

<.001

As illustrated in Table 11, differences between schools by the proportion of non-white
students were significant for all test items on teacher perception of home-school
communication.
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Table 12
Means and Standard Deviations of Teacher Perception of Home-School Communication
by School Urbanicity
HSC Items
N

City
M

SD

N

Suburb
M
SD

N

Town/Rural
M
SD

Parents and Teachers
work closely

2587 3.14 0.792 3775 3.17 0.773 4167 3.15 0.781

Parents confident of
Teacher expertise

2587 3.11 0.736 3775 3.12 0.742 4167 3.04 0.751

Parents invited to
observe classroom
Schools' timely
communication to
parents
School staff build
trust relationships
with parents
Teachers encourage
parental feedback

2587 2.94 0.987 3775 2.72 1.013 4167 2.85 0.978
2587 3.23 0.784 3775 3.18 0.795 4167

3.2

0.776

2587 3.38 0.691 3775 3.41 0.678 4167 3.38 0.696
2587 3.33 0.729 3775 3.32 0.724 4167 3.34 0.718

Teachers understand
parental concerns

2587 3.38 0.685 3775 3.41 0.664 4167 3.39 0.671

Parents welcomed
cordially at school

2587 3.46 0.691 3775 3.51 0.654 4167 3.51 0.648

Table 12 reveals that there is little difference in teacher perceptions in homeschool communication by urbanicity.
Multiple linear regression analysis was applied to compute the coefficients that
show the magnitude and direction of the predictive relationship. Home-School
Communication was the outcome/dependent variable, and school size, the proportion of
students on free/reduced-price lunch, the proportion of non-white students, and school
urbanicity were the predictors or independent variables. Regression analysis produces R,
which is considered one measure of the quality of predicting the dependent variable.
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Regression analysis also produces an R2 value, also known as the coefficient of
determination or explanatory power. R2 is the proportion of variance in the dependent
variable that the independent variables can explain. Technically, R2 is the proportion of
variation accounted for by the regression model above and beyond the mean model. In
multiple linear regression, our null hypothesis (H10: β1 = β2 = β3 = β4 = 0) is that the
population correlation coefficients are all 0; there is no predictive association. Put
precisely, school size, the proportion of students on free/reduced-price lunch, the
proportion of non-white students, and school urbanicity do not predict teacher perception.
The alternative hypothesis (H11: βi ≠ 0) is that at least one population correlation
coefficient is not 0; a non-zero correlation could exist, indicating that either one, a
combination, or all independent variables predict a teacher's perception of home-school
communication.
Assumption Tests for Multiple Linear Regression (MLR)
All the assumptions for multiple linear regression were adequately observed, and
none were violated. Data screening procedures produced no value-checking and coding
errors, and no missing data. MLR demands at least 20 cases per independent variable in
the analysis. The 10443 records in the study, far exceed the 100-case requirement for the
four independent variables involved. MLR assumes the non-existence of
multicollinearity, that independent variables are not strongly correlated. This assumption
was tested using the Variance Inflation Factor (VIF) threshold of 10, and the data was
way below 10, the highest VIF score being 1.459. The tolerance scores were also well
above 0.2, the lowest being .686.
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A linear relationship between the outcome variable and the predictor variables was
required. From the onset, the four independent variables are categorical, and creating
dummy variables results in two points of data, which will always produce a straight line,
hence linearity is achieved. MLR requires that the residuals are normally distributed
(Multivariate Normality). The data was tested for multivariate normality (normal
distribution of the residuals) by charting the P-P plot. Looking at Figure 3, which is the PP plot for the model, we found our dots lay on top of the diagonal line, confirming that
the residuals were normally distributed.
Figure 3
Normal P-P plot of the Dependent Variable, Home School Communication

MLR assumes homoscedasticity exists, an assumption that the variances of error
terms are similar across the predictor variables' values. A graph of standardized residuals
against the predicted values would show whether points are equally distributed across all
independent variables' values. This assumption of homoscedasticity, which requires that
the residuals' variance is constant, was tested with a graph. The assumption was not
violated. The graph plotted the standardized values the model would predict against the
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standardized residuals obtained. As the predicted values increased (along the X-axis), the
residuals' variation was roughly similar. We had a random array of dots, as depicted in
Figure 4.
Figure 4
Scatter Plot of the Dependent Variable, Home School Communication

Multiple linear regression requires at least two independent variables to be nominal,
ordinal, or interval/ratio level. Our study has four independent variables (school size, the
proportion of students on free/reduced-price lunch, the proportion of non-white students,
and school urbanicity), which were all measured on a categorical scale. However, by
application of dummy variables, we exceed the requirement. The prior test for univariate
outliers had identified offending records whose z scores were less than +/-2.5. The limits
for the univariate outliers, +2.5 (3.0) to -2.5 (3.0), were informed by Hair et al., 2010, as
cited in Meyers et al., 2013.
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Figure 5
Histogram of Home-School Communication Frequencies with a Super-Imposed Normal
Curve

Figure 5 shows that most scores for home school communication fall near the
mean of 3.236. Very few respondents report values below 2, but a substantial number of
respondents report scores of 1.5 to 4. A handful of respondents reported scores of 1.5 or
lower. The distribution shown in Figure 3 suggests that most of the data is distributed
reasonably close to normal, though there is a positive skew driven mostly by outliers.
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Table 13
Regression Analysis Summary Using School Characteristics as Predictors of Teacher
Perception of Home-School Communication

Variable

Teachers' Perceptions of Home School Communication
B

SE B

β

Medium

.128

.013

.109 *

Small

.182

.014

.155 *

-.040

.014

-.034 *

-.070

.015

-.062 *

Majority School Free or
Reduced-Price Lunch

-.070

0.13

-0.63 *

Majority White Students

.051

.013

.046 *

School Size (Ref: Large)

School Urbanicity (Ref: City)
Suburb
Town/Rural

R2

.023

F

41.378*

Note: * p < .05
MLR analysis was conducted to examine the predictive nature of school profile
variables over teachers' perceptions of home-school communication. Table 13 shows that
a significant regression equation was found F (6,10528) = 41.378, p < .001, with an R2 of
.023, implying the school profile variables account for approximately 2.3% of the
teachers' perceptions variance. The F-ratio showed that the independent variables
statistically significantly predict the dependent variable. The regression model was a
good fit for the study data.
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The regression coefficients allow us to fully specify the regression equation as:
HSC = 3.183 + .128 * MedSchSiz + .182 * SmaSchSiz - .040 * SubSch - .070 * TowSch
- .070 * MajSchLun + .051 * MajWhi, where HSC, MedSchSiz, SmaSchSiz, SubSch,
TowSch, MajSchLun, MajWhi represent the corresponding values for home-school
communication, medium school size, small school size, suburban school, town/rural
school, majority free/reduced lunch, and majority white student proportion, respectively.
The coefficient of determination, R2, says how well the equation fits the data. The
R2 of the model is .023, which means that the independent variables in the equation
explained 2.3% of the variation in teachers' perceptions of home-school communication.
Looking at the significance of the regression coefficients, the t-statistics for all the
independent variables in the equation are statistically significant at .05 level. This meant
that each of the variables predicted home-school communication beyond chance, even
after the effects of the other variables were taken into consideration. Each independent
variable contributed significantly to the regression even after the effects of other variables
were taken into account.
Medium and small-sized schools have coefficients of .128 and .182, respectively;
this means that the average difference in teacher perception of home-school
communication between teachers in large schools and those in medium schools is .128,
and between teachers in large schools and those in small schools is .182. Suburb and
town/rural schools have coefficients of -.040 and -.070, respectively; this means that the
average difference in teacher perception of home-school communication between
teachers in city schools and those in suburb schools is -.040, and between teachers in city
schools and those in town/rural schools is -.070.
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A coefficient of -.070 indicates a difference in teacher perception of home-school
communication between teachers in schools with the majority of students on the free
lunch/ reduced-price lunch program and those without. Similarly, a coefficient of .051
indicates a difference in teacher perception of home-school communication between
teachers in schools with majority white students and majority non-white students.
Therefore, we must reject the null hypothesis (H10: β1 = β2 = β3 = β4 = 0) that
teachers' perceptions of home-school communication in K-12 schools are not predicted
by school characteristics (school size, school urbanicity, proportion of non-white
students, and participation in free lunch/reduced-price program). The four independent
variables added statistically, significantly to the prediction, p < .05. The alternative
hypothesis (H11: βi ≠ 0) was thus adopted to indicate that school profile independent
variables predict teachers' perceptions of home-school communication in K-12 schooling.
Research Question 2: Teacher Perception of Parental Involvement and School
Characteristics
Research Question 2 sought to determine whether a statistically significant
relationship existed between school characteristics and teachers’ perceptions of parental
involvement. The hypothesis that a statistically significant correlation existed between
school profile and teachers’ perceptions of parent-community ties was supported.
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Table 14
Means and Standard Deviations of Teacher Perception of Parental Involvement by
School Size
Parental Involvement
Items

Large
N

Parents volunteer in
classroom
Parents raise funds for
school
Parents attend schoolwide special events
Parents attend P-T
conferences
Parents Pick up
child’s report card

M

Medium
SD

N

M

Small
SD

N

3466 0.51 0.746 3534 0.76 0.786 3529

M

SD

0.8

0.812

3466 1.11 0.888 3534 1.23 0.899 3529 1.26 0.911
3466 1.56 0.918 3534 1.68 0.932 3529

1.8

0.969

3466 2.07 1.175 3534 2.31 1.169 3529 2.29 1.155
3466 1.62 1.506 3534 2.18 1.484 3529 2.16

1.42

Table 14 repeats a previous finding that school size is related to perceptions of
parental behavior. Teachers in small-sized schools had the highest average perceptions of
parental involvement test items. In addition, teachers in medium-sized schools had higher
average scores than those in large schools.
Table 15
Significance of Differences of Teacher Perception of Parental Involvement by School Size
Parental Involvement Items

df1

df2

F

p

Parents volunteer in classroom

2

10528

143.117

<.001

Parents raise funds for school

2

10528

27.489

<.001

Parents attend school-wide special events

2

10528

54.795

<.001

Parents attend P-T conferences

2

10528

45.997

<.001

Parents Pick up child’s report card

2

10528

164.548

<.001
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As illustrated in Table 15, differences between schools by size were significant for all test
items on teacher perception of parental involvement.
Table 16
Means and Standard Deviations of Teacher Perception of Parental Involvement by
Proportion of Free/ Reduced-Price Lunch
Parental Involvement Items
Parents volunteer in classroom
Parents raise funds for school
Parents attend school-wide
special events
Parents attend P-T conferences
Parents Pick up child’s report
card

Majority
N
M
SD
5573
0.62
0.728
5573
1.01
0.798

Minority
N
M
SD
4956
0.76
0.854
4956
1.41
0.962

5573

1.51

0.857

4956

1.88

0.999

5573

2.03

1.104

4956

2.44

1.205

5573

1.84

1.395

4956

2.16

1.58

In Table 16, free or reduced-price lunch schools were more (5573) than the others
(4956). Regarding parental involvement, the schools with a minority of students
participating in the free/reduced-price lunch program scored higher in all test items.
Table 17
Significance of Differences of Teacher Perception of Parental Involvement by Proportion
of Free/ Reduced-Price Lunch
Parental Involvement Items

df1

df2

F

p

Parents volunteer in classroom

1

10528

82.161

<.001

Parents raise funds for school

1

10528

546.472

<.001

Parents attend school-wide special events

1

10528

425.16

<.001
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Parental Involvement Items

df1

df2

F

p

Parents attend P-T conferences

1

10528

335.37

<.001

Parents Pick up child’s report card

1

10528

120.698

<.001

As illustrated in Table 17, differences between schools by the proportion of free/reducedprice lunch were significant for all test items on teacher perception of parental
involvement.
Table 18
Means and Standard Deviations of Teacher Perception of Parental Participation by
School’s Proportion of non-white students
Parental Involvement Items

Majority
N
M
SD
4654 0.61 0.733
4654 0.99 0.818

Minority
N
M
SD
5875 0.75 0.832
5875 1.36 0.932

4654

1.49

0.859

5875

1.84

0.98

Parents attend P-T conferences

4654

2.09

1.142

5875

2.33

1.184

Parents Pick up child’s report card

4654

1.83

1.434

5875

2.11

1.527

Parents volunteer in classroom
Parents raise funds for school
Parents attend school-wide special
events

As seen in Table 18, schools with larger populations of white students had higher
levels of positive opinions on teacher perception of parental involvement.
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Table 19
Significance of Differences of Teacher Perception of Parental Involvement by School’s
Proportion of non-white students
Parental Involvement Items

df1

df2

F

p

Parents volunteer in classroom

1

10528

80.142

<.001

Parents raise funds for school

1

10528

450.054

<.001

Parents attend school-wide special events

1

10528

374.315

<.001

Parents attend P-T conferences

1

10528

104.032

<.001

Parents Pick up child’s report card

1

10528

92.275

<.001

As illustrated in Table 19, differences by the proportion of non-white students
were significant for all test items on teacher perception of parental involvement.
Table 20
Means and Standard Deviations of Teacher Perception of Parental Involvement by
Urbanicity
Parental Involvement
Items
Parents volunteer in
classroom
Parents raise funds
for school
Parents attend
school-wide special
events
Parents attend P-T
conferences
Parents Pick up
child’s report card

City

Suburb
SD

N

M

Town/Rural

N

M

SD

N

M

SD

2587

0.7

0.833 3775 0.71 0.805 4167 0.66 0.754

2587

1.1

0.93

3775 1.25 0.925 4167 1.21 0.858

2587 1.58 0.936 3775 1.72 0.954 4167 1.71 0.938
2587 2.23 1.182 3775 2.35 1.178 4167

2.1

1.146

2587 1.96 1.482 3775 2.11

1.9

1.449
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1.54

4167

Table 20 revealed that the urbanicity of schools resulted in significant differences
in teacher perceptions of parental involvement between schools in the city, suburbs, and
town/rural setting. On average, teachers in suburban schools perceive parental
involvement in a better light than their counterparts in the city and Town/Rural.
Table 21
Significance of Differences of Teacher Perception of Parental Involvement by School’s
Urbanicity
Parental Involvement Items

df1

df2

F

p

Parents volunteer in classroom

2

10528

4.072

0.017

Parents raise funds for school

2

10528

20.893

<.001

Parents attend school-wide special events

2

10528

19.865

<.001

Parents attend P-T conferences

2

10528

44.686

<.001

Parents Pick up child’s report card

2

10528

20.49

<.001

As illustrated in Table 21, differences by the school urbanicity were significant
for all test items on teacher perception of parental involvement.
To respond further to research question 2, a computation of the coefficients
showed the magnitude and direction of the predictive relationship through multiple linear
regression analysis was conducted. Parental Involvement was the outcome/dependent
variable, while school size, the proportion of students on free/reduced-price lunch, the
proportion of non-white students, and school urbanicity were the predictors/independent
variables.
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All the assumptions for multiple linear regression were adequately observed, and
none were violated. The 10443 records in the study, far exceed the 80-case requirement
for the four (4) independent variables involved. In reference to the Variance Inflation
Factor (VIF) threshold of 10, the data was way below 10; the highest VIF score being
1.459. The tolerance scores were also well above 0.2, the lowest being .686. Therefore,
multicollinearity was non-existent, and the independent variables were not strongly
correlated. The four independent variables are categorical, and creating dummy variables
results in two data points, which always produce a straight line, hence linearity is
achieved between the outcome variable and the predictor variables. The residuals were
normally distributed (Multivariate Normality) as revealed by charting the P-P plot in
Figure 6.
Figure 6 Normal P-P plot of the Dependent Variable, Parental Involvement

The scatter plot in Figure 7 attests to the fact that homoscedasticity was observed.
The variances of error terms were similar across the predictor variables' values, as shown
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by the graph of standardized residuals against the predicted values. As the predicted
values increased (along the X-axis), the residuals' variation was roughly similar.
Figure 7 Scatter Plot of the Dependent Variable, Parental Involvement

MLR requires at least two independent variables are nominal, ordinal, or
interval/ratio level. Our study has four independent variables (school size, the proportion
of students on free/reduced-price lunch, the proportion of non-white students, and school
urbanicity, all measured on a categorical scale. The application of dummy variables
helped exceed the requirement. Univariate outliers were identified with the +/-2.5 z
scores criteria.
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Figure 8 Histogram of Parental Involvement Frequencies with a Super-Imposed Normal
Curve

Figure 8 shows that almost all of the scores for parental involvement fall near the
mean of 1.56. A substantial number of respondents reported values of .0 to 4. The
distribution shown in Figure 1 suggests that most of the data is distributed reasonably
close to normal.
Table 22
Regression Analysis Summary Using School Characteristics as Predictors of Teacher
Perception of Parental Involvement

Variable

Teachers’ perceptions of Parental Involvement
B

SE B

β

Medium

.327

.019

.193 *

Small

.399

.019

.235 *

School Size (Ref: Large)
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Variable

Teachers’ perceptions of Parental Involvement
B

SE B

β

.002

.020

.001

-.162

.021

-.099 *

-.315

0.17

-0.196 *

.163

.018

.101 *

School Urbanicity (Ref: City)
Suburb
Town/Rural
Students in School Free or
Reduced-Price Lunch is
Majority
Majority White Students
R2

.096

F

186.816 *

Note: * p < .05
MLR analysis was conducted to examine the predictive nature of school profile
variables over teachers’ perceptions of parental involvement. Table 22 indicates that a
significant regression equation was found F (6,10528) = 186.816, p < .001, with an R2 of
.096, which implies the school profile variables account for approximately 9.6% of the
teachers' perceptions variance. The F-ratio showed that the independent variables
statistically significantly predict the dependent variable. Therefore, the regression model
was a good fit for the study data.
The regression coefficients allow us to fully specify the regression equation as: PI
= 1.452 + .327 * MedSchSiz + .399 * SmaSchSiz - .162 * TowSch - .315 * MajSchLun +
.163 * MajWhi, where PI, MedSchSiz, SmaSchSiz, TowSch, MajSchLun, MajWhi,
represent the corresponding values for teacher perception of parental involvement,
medium school size, small school size, town/rural school, majority free/reduced lunch,
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and majority white student proportion, respectively. Suburban school urbanicity was not
significant.
The model's coefficient of determination, R2, is .096, which means the
independent variables in the equation can explain 9.6% of the teacher perception of
parental involvement variation. Looking at the significance of the regression coefficients,
the t-statistics for all the independent variables in the equation, except suburban school
urbanicity, were statistically significant at .05 level. This means each of the other
variables predicts teacher perception of parental involvement beyond chance, even after
the effects of the other variables are taken into consideration. Each independent variable,
except suburban school urbanicity, contributed significantly to the regression even after
the effects of other variables were taken into account.
Medium and small-sized schools have coefficients of .327 and .399, respectively;
this means that the average difference in teacher perception of parental involvement
between teachers in large schools and those in medium schools is .327, and between
teachers in large schools and those in small schools is .399. Suburb and town/rural
schools have coefficients of .002 and -.162, respectively; this means that the average
difference in teacher perception of parental involvement between teachers in city schools
and those in suburb schools is .002, and between teachers in city schools and those in
town/rural schools is -.162.
A coefficient of -.315 indicates a difference in teacher perception of parental
involvement between teachers in schools with the majority of students on the free lunch/
reduced-price lunch program and those without. Similarly, a coefficient of .163 indicates
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a difference in teacher perception of parental involvement between teachers in majoritywhite schools.
Therefore, we must reject the null hypothesis (H20: β1 = β2 = β3 = β4 = 0) that
teachers’ perceptions of parental involvement in K-12 schools are not predicted by school
characteristics (school size, school urbanicity, proportion of non-white students, and
participation in free lunch/reduced-price program). The four independent variables added
statistically, significantly to the prediction, p < .05. The alternative hypothesis (H21: βi ≠
0) was thus adopted to indicate that school profile independent variables predict teachers’
perceptions of parental involvement in K-12 schooling.
Supplementary Results: Teacher Perception of Parent-Community Ties and
Teacher-Related Information
Table 23
Means and Standard Deviations of Teacher Perception of Parent-Community Ties by
Teacher Experience
Survey Items
Parents and
Teachers work
closely
Parents confident
of Teacher
expertise
Parents invited to
observe classroom
Schools’ timely
communication to
parents
School staff build
trust relationships
with parents

< 4 Years

4-14 Years

>= 15 Years

N
1195

M
3.12

SD
0.84

N
5275

M
3.13

SD
0.78

N
4059

M
3.19

SD
0.76

1195

3.03

0.81

5275

3.05

0.76

4059

3.15

0.70

1195

2.79

1.02

5275

2.79

1.01

4059

2.88

0.97

1195

3.20

0.80

5275

3.17

0.78

4059

3.24

0.78

1195

3.37

0.72

5275

3.36

0.69

4059

3.44

0.67
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Survey Items

< 4 Years
N
1195

M
3.35

4-14 Years
SD
0.72

N
5275

M
3.31

SD
0.72

>= 15 Years
N
4059

M
3.36

SD
0.73

Teachers
encourage parental
feedback
Teachers
1195 3.42 0.69 5275 3.37 0.68 4059 3.43 0.65
understand parental
concerns
Parents welcomed 1195 3.50 0.67 5275 3.47 0.67 4059 3.54 0.64
cordially at school
Parents volunteer
1195 0.68 0.82 5275 0.68 0.79 4059 0.71 0.79
in classroom
Parents raise funds 1195 1.12 0.91 5275 1.16 0.89 4059 1.27 0.91
for school
Parents attend
1195 1.58 0.95 5275 1.63 0.91 4059 1.78 0.98
school-wide special
events
Parents attend P-T 1195 2.09 1.16 5275 2.19 1.17 4059 2.31 1.18
conferences
Parents Pick up
1195 1.85 1.43 5275 1.96 1.47 4059 2.07 1.53
child’s report card
As seen in Table 23, teachers with the most years of experience had the highest
averages in parent community ties test items. Teachers with less than 44-years of
experience and those with 4 to 14 seemed comparable, especially in home-school
communication, but the more experienced pulled away in parental involvement and
general.
Table 24
Means and Standard Deviations of Teacher Perception of Parent-Community Ties by
Teacher Ethnicity
Survey Items
Parents and Teachers work
closely
Parents confident of
Teacher expertise
Parents invited to observe
classroom

Black
White
Other
N
M
SD
N
M
SD
N
M
SD
868 3.15 0.87 8706 3.16 0.77 955 3.09 0.82
868 3.10 0.81 8706 3.09 0.74 955 3.09 0.78
868 3.13 0.97 8706 2.79 0.99 955 2.90 1.00
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Survey Items
Schools’ timely
communication to parents

Black
White
Other
N
M
SD
N
M
SD
N
M
SD
868 3.30 0.84 8706 3.19 0.78 955 3.21 0.81

School staff build trust
relationships with parents

868 3.35 0.76 8706 3.40 0.67 955 3.34 0.75

Teachers encourage
parental feedback
Teachers understand
parental concerns

868 3.40 0.76 8706 3.33 0.71 955 3.31 0.77

Parents welcomed cordially
at school
Parents volunteer in
classroom
Parents raise funds for
school
Parents attend school-wide
special events
Parents attend P-T
conferences
Parents Pick up child’s
report card

868 3.46 0.75 8706 3.51 0.65 955 3.47 0.69

868 3.40 0.75 8706 3.40 0.66 955 3.38 0.68

868 0.74 0.87 8706 0.68 0.78 955 0.71 0.85
868 1.09 1.01 8706 1.21 0.89 955 1.19 0.93
868 1.54 0.98 8706 1.69 0.94 955 1.71 0.97
868 1.96 1.17 8706 2.24 1.16 955 2.31 1.21
868 1.55 1.39 8706 2.04 1.50 955 1.96 1.48

Table 24 shows that African American teachers stood out with the higher positive
opinions related to Home-School Communication but were markedly lower on both
Parental Involvement and, in the aggregate, Parent-Community Ties. Conversely, white
teachers had higher averages for Parental involvement and the aggregate ParentCommunity Ties.
Table 25
Means and Standard Deviations of Teacher Perception of Parent-Community Ties by
Gender of Teacher
Survey Items
Parents and Teachers work closely
Parents confident of Teacher expertise

Female
Male
N
M
SD
N
M
SD
8928 3.19 0.78 1601 2.96 0.78
8928 3.10 0.75 1601 3.00 0.74

Parents invited to observe classroom

8928 2.85 1.00 1601 2.67 0.99
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Survey Items
Schools’ timely communication to parents

Female
Male
N
M
SD
N
M
SD
8928 3.23 0.78 1601 3.06 0.79

School staff build trust relationships with
parents
Teachers encourage parental feedback
Teachers understand parental concerns

8928 3.42 0.68 1601 3.23 0.72

Parents welcomed cordially at school
Parents volunteer in classroom
Parents raise funds for school
Parents attend school-wide special events
Parents attend P-T conferences
Parents Pick up child’s report card

8928
8928
8928
8928
8928
8928

8928 3.35 0.72 1601 3.22 0.72
8928 3.43 0.66 1601 3.22 0.70
3.50
0.71
1.21
1.70
2.27
2.07

0.67
0.80
0.91
0.96
1.17
1.49

1601
1601
1601
1601
1601
1601

3.47
0.56
1.13
1.58
1.98
1.52

0.63
0.74
0.84
0.87
1.15
1.44

Table 25 presents the means and standard deviations of the sample when grouped
by gender. The largest group of teachers in the study were female (n = 8929). Female
teachers triumphed over their male counterparts on every item of parent-community ties
under consideration.
Table 26
Means and Standard Deviations of Teacher Perception of Parent-Community Ties by
Teacher Qualifications
Survey Items
Parents and Teachers work
closely
Parents confident of Teacher
expertise
Parents invited to observe
classroom
Schools’ timely communication to
parents
School staff build trust
relationships with parents
Teachers encourage parental
feedback

> Bachelor's
N
M
SD

<<= Bachelor's
N
M
SD

6789

3.14

0.78

3740

3.17

0.79

6789

3.11

0.73

3740

3.06

0.77

6789

2.80

1.00

3740

2.87

0.99

6789

3.19

0.79

3740

3.23

0.79

6789

3.39

0.68

3740

3.39

0.70

6789

3.32

0.73

3740

3.36

0.71
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Survey Items

> Bachelor's
M
SD

N
Teachers understand parental
concerns
Parents welcomed cordially at
school
Parents volunteer in classroom
Parents raise funds for school
Parents attend school-wide
special events
Parents attend P-T conferences
Parents Pick up child’s report
card

N

<<= Bachelor's
M
SD

6789

3.39

0.67

3740

3.42

0.68

6789

3.49

0.67

3740

3.52

0.65

6789
6789

0.68
1.20

0.79
0.90

3740
3740

0.71
1.20

0.79
0.90

6789

1.69

0.94

3740

1.68

0.95

6789

2.23

1.18

3740

2.21

1.15

6789

2.00

1.51

3740

1.97

1.47

Evident in Table 26, teachers with a bachelor's degree qualification or lower
generally have higher perception scores on Home-school communication items. Teachers
with higher than bachelor's degree qualifications triumph for Parental Involvement items,
except in their perception of parental volunteerism in the classroom.
Table 27
Regression Analysis Summary Using Grade Band as a Predictor of Teacher Perception
of Home-School Communication

Variable

High School Grade Band

Teachers' Perceptions of Home School Communication
B

SE B

β

-.151

.015

-.136 *

R2

.018

F

97.188 *

Note: * p < .05
MLR analysis was conducted to examine the predictive nature of Grade Band
over teachers’ perceptions of home-school communication. Table 27 shows that a
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significant regression equation was found F (1,5169) = 97.188, p < .001, with an R2 of
.018, which implies the school profile variables account for approximately 1.8% of the
teachers’ perceptions variance. The results show that grade band statistically and
significantly predicts home-school communication. The regression model was a good fit
for the study data. The regression coefficients allow us to fully specify the regression
equation: HSC = 3.185 - .151 * High School where HSC and High School represent the
corresponding values of a record for teacher perception of home-school communication
and high school grade band, respectively. The model's coefficient of determination, R2, is
.018, which means the grade band can explain 1.8% of the variation in teacher perception
of home-school communication. Looking at the significance of the regression
coefficients, the t-statistic for the grade band was statistically significant at .05 level; this
means the grade band predicts teacher perception of home-school communication beyond
chance. Grade band contributed significantly to the regression. A coefficient of -.151
indicates a difference in teacher perception of home-school communication between high
school teachers and middle school teachers. High school teachers scored less than middle
school teachers by .151.

79

Table 28
Regression Analysis Summary Using Grade Band as a Predictor of Teacher Perception
of Parental Involvement

Variable

High School Grade Band

Teachers’ perceptions of Parental Involvement
B

SE B

β

-.283

.014

-.201 *

R2

.041

F

218.635 *

Note: * p < .05
MLR analysis was conducted to determine whether Grade Band predicts teachers’
perceptions of parental involvement. Table 28 shows that a significant regression
equation was found F (1,5169) = 218.635, p < .001, with an R2 of .041, which implies the
school profile variables account for approximately 4.1% of the teachers' perceptions
variance. The results show that grade band statistically and significantly predicts parental
involvement. Therefore, the regression model was a good fit for the study data.
•

The regression coefficients allow us to fully specify the regression equation as:
PI = 1.408 - .283 * High School
PI and High School represent the corresponding values of a record for teacher
perception of parental involvement and high school grade band, respectively.

•

The model's coefficient of determination, R2, is .041, which means the grade band can
explain 4.1% of the variation in teacher perception of parental involvement.

•

Looking at the significance of the regression coefficients, the t-statistic for the grade
band was statistically significant at .05 level; this means the grade band predicts
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teacher perception of parental involvement beyond chance. Grade band contributed
significantly to the regression.
•

A coefficient of -.283 indicates a difference in teacher perception of parental
involvement between high school teachers and middle school teachers. High school
teachers scored less than middle school teachers by .283.

Table 29
Means and Standard Deviations of Teacher Perception of Parent-Community Ties by
Grade Band Taught
Survey Items
N

Elementary
M
SD

N

Middle
M
SD

N

High
M

SD

Parents and Teachers
work closely

5358 3.32 0.73 2384 3.06 0.78 2787 2.90 0.79

Parents confident of
Teacher expertise

5358 3.21 0.71 2384 3.01 0.77 2787 2.92 0.74

Parents invited to
observe classroom

5358 3.01 0.94 2384 2.80 1.00 2787 2.49 1.00

Schools’ timely
5358 3.33 0.73 2384 3.14 0.80 2787 2.99 0.81
communication to
parents
School staff build trust
relationships with parents 5358 3.54 0.62 2384 3.33 0.70 2787 3.17 0.73
Teachers encourage
5358 3.43 0.69 2384 3.29 0.73 2787 3.18 0.74
parental feedback
Teachers understand
parental concerns
Parents welcomed
cordially at school
Parents volunteer in
classroom
Parents raise funds for
school
Parents attend schoolwide special events
Parents attend P-T
conferences

5358 3.51 0.63 2384 3.36 0.68 2787 3.21 0.70
5358 3.55 0.65 2384 3.49 0.66 2787 3.41 0.67
5358 0.97 0.82 2384 0.50 0.70 2787 0.32 0.59
5358 1.35 0.95 2384 1.12 0.88 2787 0.96 0.76
5358 1.83 0.98 2384 1.61 0.91 2787 1.46 0.85
5358 2.53 1.13 2384 2.10 1.13 2787 1.74 1.10
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Survey Items
N
Parents Pick up child’s
report card

Elementary
M
SD

N

Middle
M
SD

N

High
M

SD

5358 2.55 1.36 2384 1.71 1.45 2787 1.15 1.29

In Table 29, the three grade bands/ school levels were well-represented, with the
elementary being the largest. Elementary grade band scores consistently higher means
than the rest. In virtually all 13 items tested, teachers perceive parent-community ties as
strongest in elementary school, then strong in middle school, and weakest in high school.
Conclusion
In summary of the main findings, teachers perceive home-school communication
as a crucial component of K-12 education in the US. The teacher's perceptions of homeschool communication differ significantly by school factors, including school size, the
proportion of students on free or reduced-price lunch, the proportion of non-white
students, and school urbanicity. School factors contributed significantly to and have a
predictive relationship to teacher perception of home-school communication.
The teacher's perceptions of parental involvement differed significantly by school
factors, including school size, the proportion of students on free/reduced-price lunch,
non-white students, and school urbanicity. School factors also contributed significantly to
and had a causal or predictive relationship to teacher perception of parental involvement.
In auxiliary results, teacher-related characteristics, including the grades-taught,
experience in years, gender, teacher ethnicity, and academic qualifications, had
significant effects on teacher perceptions of home-school communication and parental
involvement. It was also found that there was a significant difference between high
school and middle school teachers in the perception of home-school communication and
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parental involvement. Grade band also proved to be a predictor for both home-school
communication and parental involvement.
The next chapter, which concludes the study, will dive into a discussion of the
findings. Finally, it will present interpretations, conclusions, and recommendations
grounded on the study and prior literature.
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CHAPTER 5: DISCUSSION
Introduction
The purpose of this study was to explore the teachers' perceptions of parental
involvement. Through teachers ' perceptions, this study aimed to identify the school
characteristics that influence and predict parental involvement in K-12 education,
focusing on the role of school composition. The study forms the basis to build and
increase effective parent involvement programs, especially for schools with majority nonwhite students and majority low socioeconomic (SES) families. Chapter five starts with a
discussion of the major findings presented in this study. The chapter will identify
convergencies and divergencies between this study's outcomes and prior research
presented in chapter two. This chapter will also evaluate the practical and future
ramifications of the findings. Finally, the chapter concludes with a discussion of the
limitations, possible future research strands, and a summary.
Implications of Findings
Research question 1 revealed the first key finding that school characteristics could
predict K-12 teachers' perceptions of home-school communication. The school’s size, the
proportion of students on free or reduced-price lunch, the proportion of non-white
students, and the school urbanicity were found to be significantly related to home-school
communication.
Teachers in schools with a majority of students on the free or reduced-price lunch
programs scored lower than those with a minority. This may be so because low-SES
parents have more barriers to opportunities for home-school communication, for
example, lack of transportation, time-scheduling, financial resources, and awareness.
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Language and racism undertones might also explain why low-SES parents participate
less.
Teachers at schools with majority white student populations reported higher
parental involvement than those with majority non-white. There is a possibility that white
parents mostly fall in the high-SES bracket; they have the financial means to overcome
home-school communication barriers. Therefore, teachers' perceptions of white parent
home-school communication are favorable. From a societal viewpoint, white parents are
deemed more knowledgeable, more educated, more exposed, well-adjusted, and are
therefore more involved in their children's schooling.
The incidence of high numbers of white teachers (82.7%) may indicate potential
systemic racism. Systemic racism may contribute to school-wide negative practices and
culture that create barriers to the participation of non-white parents. Additionally,
standardized tests and general assessments have been found to be biased against nonwhite races. The content may be skewed towards experiences and exposure related to
middle and upper-class populations, which are primarily non-white. Parents with lowachieving children may be less committed to school involvement.
With respect to school size, teachers at small schools reported the highest level of
home-school communication, followed by those at medium-sized schools and large
schools, respectively. It may be reasoned that a smaller school size implies a small class
size, and therefore teachers are better able to communicate with the smaller number of
parents. It takes a shorter time and fewer resources. Furthermore, with fewer parents,
parent-teacher time goes up. Therefore, teachers can dedicate more time for one-to-one
communication with parents. At the extreme, large schools may be broken down into
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smaller schools to achieve comparable results. However, a more pragmatic approach
would be to provide more home-school resources to match smaller schools in teacherparent ratios. There is a necessity for more research to be conducted to build better homeschool communication in larger schools.
Regarding school urbanicity, teachers in city schools had higher positive opinions
on average than both their counterparts in schools. Teachers in cities may have a more
positive perception of parental involvement because extensive city funding provides
resources for home-school communication programs, new communication technologies,
diversity acceptance, and inclusiveness. Lower levels of home-school communication in
suburban and small towns or rural areas may be negatively affected by parents' education
levels and distances from schools, leading to negative perceptions by teachers. Suburban
and small town or rural schools can offer teacher professional development on homeschool communication, and parents’ engagement programs would go a long way to
support parents in strengthening home-school bonds.
Research question 2 revealed that school factors could predict teachers'
perceptions of parental involvement in K-12 education. The school’s size, the proportion
of students on free or reduced-price lunch, the proportion of white students, and the
school urbanicity were found to be significantly related to parental involvement.
Teachers in schools with a majority of students on the FRPL programs scored
lower than those with a minority. Teachers in schools with majority white student
populations seemed to score higher than those with the minority. FRPL and race are
arguably proxy measures for SES in the USA, where participation in FRPL and being
non-white are associated with low-SES. Therefore, the perceptions by teachers support
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the notion that low-SES parents are less involved in their children's schooling. The
negative perception by teachers may therefore be traceable to barriers to parental
involvement, especially the lack of means in time, finance, and awareness. Low SES may
also be associated with students' other challenges, including absenteeism. Teachers who
observe a student facing any challenges may develop negative perceptions of parents as a
possible source of the difficulty.
In school urbanicity, while teachers in city schools showed no difference to those
in suburban schools, the teachers in town or rural schools performed lower than the two.
Similar to previous observations, small town or rural area parents may have lower
education levels, and live long distances from schools, hence participate less. This
subsequently leads to negative perceptions by teachers.
Teachers in small schools had the highest levels of positive opinions regarding
school size, followed by those in middle schools and those in large schools, respectively.
School size point to the number of students. It is fairly expected that teachers with
smaller numbers of students have more time and possibly resources to engage parents
more often, thus developing more positive perceptions.
The third important finding was two-fold: (1) In all test measures of teacher
perceptions of home-school communication, the differences between schools by size and
the proportion of white students were significant. (2) In all test measures of teacher
perception of parental involvement, the differences between schools by urbanicity, school
size, the proportion of free or reduced-price lunch, and the proportion of non-white
students were also significant.
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The data is clear, and the three major findings above draw relatively comparable
scenarios for home-school communication and parental involvement. The sheer number
of students in large schools; the relative lack of exposure of parents in rural or small-town
schools; being a racial/ethnic minority American, and poverty seem to present unique
challenges and barriers to parents seeking to be involved in their children's education, and
teachers in this study have authoritatively attested to those facts. In other words, teachers
in small schools, city schools, schools with minority of students on FRPL, and schools
with majority of white students, demonstrated higher levels of positive perception of
home-school communication and parental involvement.
A fundamental implication of the study is that positive teacher perceptions can
potentially increase parental participation in school. Reforms aimed at reducing school
size can potentially increase home-school communication and parental involvement.
Moreover, when a teacher has negative views on race or concludes that a student’s
misbehavior or skill deficit is a reflection on the parent, the teacher may develop a
negative perception of the parent and is consequently less likely to contact the parent nor
be comfortable with them.
In the supplementary results, teachers’ perceptions of home-school
communication and parental involvement in elementary schools were more favorable,
followed by middle school, and lastly in high schools. Generally, parental involvement
decreases consistently as children age, and as they move up in school grades (Grolnick et
al., 2000; Grolnick & Slowiaczek, 1994). Studies by Matza et al. (2001) and Steinberg et
al. (1992), indicate that children’s increasing independence and focus on peer
relationships decreases the need for parental involvement as the child moves from early
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age (elementary) to middle childhood (middle school) and into adolescence (high school).
Therefore, parents with younger children are more heavily invested in their children’s
education due to dependency; and as the child gets older, the parents pull back.
In other auxiliary results, the more experienced, and the more educated teachers
had higher levels of perception of parental involvement in school activities. Teachers
with less experience and less education exhibited higher levels of perception of homeschool communication. Teachers with greater experience and higher qualifications may
be less stringent in theirs views of what constitutes parental involvement and may also be
more adept in creating parental involvement activities. On the other hand, teachers with
less experience and lower qualifications may default to home-school communication due
to lack of knowledge and skills to engage parents in other ways.
Relationship to Prior Research
This study indicates that K-12 teachers' perceptions of home-school
communication can be predicted from school characteristics, including school size, the
proportion of students on free or reduced-price lunch (FRPL), the proportion of nonwhite students, and the school urbanicity. Consistent with the results above, Goldkind
and Farmer (2013) found that school size had an effect on invitations to participate in
school activities. In addition, Goldkind and Farmer (2013) found that school size affected
parents' home-school communication and participation opportunities. Supporting the
results on FRPL, Aikens and Barbarin (2008) and Dearing et al. (2006) also concluded
that schools with higher proportions of children from low-income backgrounds were at
increased risk for less contact with parents.
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The finding that the proportion of students on FRPL, the proportion of non-white
students, the school size, and the school urbanicity can predict teachers' perceptions of
parental involvement in K-12 education is well-supported in the research literature. FRPL
is closely related to income and socioeconomic status (SES). Stormont et al. (2013)
reduced parent involvement to contact (frequency of interactions between parents and
teachers) and comfort (quality of teacher relationship with the parent). The same study
found that teachers were more likely to report a lack of comfort with parents from lowincome backgrounds. Shumow et al. (2011) found that FRPL negatively predicted
parental involvement. Income has been severally identified as a parental involvement
predictor (Hoover-Dempsey et al., 1987; Lareau, 1987). Just as in the current study,
Grolnick et al. (1997) found that family SES was a strong predictor of parental
involvement. The same study predicted and found that teacher characteristics were
associated with parental involvement at school.
Limitations of the Study
In this study, only teachers’ perceptions of parental involvement were considered.
An obvious limitation is that, without the involvement of parents and students,
corroboration of the information gathered is lacking. Another closely related potential
limitation that gives rise to an internal threat to validity is the instrument's reliability. The
survey questionnaire utilized in the study and the subsequent data collected had been
designed for other purposes and with other objectives; as such, a more extensive set of
questions could have covered more. In addition, there is an evident lack of triangulation
since the study design was non-experimental, and except for the survey, no other data
source was used. The instrument is also traditional as it only looked at two races. It was
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not culturally responsive and might have missed other ways of parental involvement that
may be more common in higher poverty and higher minority schools.
The current sample was designed to be nationally representative in the United
States. Of the total respondents, 82.7% were white, and 84.8% were female. Therefore,
the generalizability of findings at a global level and theory construction may still be
limited since it is entirely possible that the inclusion of higher numbers of other races,
gender, and even nationalities would have produced different results.
Recommendation for Future Practice
To recap, the findings indicated that teacher perceptions of home-school
communication and parental involvement could be predicted by school size, the
proportion of students on FRPL, the proportion of non-white students, and the school
urbanicity. Therefore, educators and decision-makers at all levels can now easily use the
models arrived at to set desired levels of participation and adequately provide the
necessary resources or craft relevant strategies to match home-school communication and
parental involvement. The development of the predictive models also implies that
educators and decision-makers can forecast the levels of home-school communication or
parental involvement by considering known school size, the proportion of students on
FRPL, the proportion of non-white students, and the school urbanicity. Teachers with
negative perceptions may be targeted for training and support.
In efforts to resolve uncommon and desperate situations that suddenly reduce the
number of teachers available (such as what COVID19 has created), a positive perception
of parental involvement may assist in getting parents to substitute as teachers and take up
other responsibilities in school. It is critical that teachers have favorable views and
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opinions of parental participation. Since teachers become principals, superintendents, and
high-ranking education officials, their perceptions of parental participation may have
widespread ramifications across their domain of operation.
Recommendation for Future Research
Since the study results indicate variance in the various independent variables,
there is a necessity for future in-depth research that is more specific to the settings
identified. For example, teachers, parents, and students in cities face unique living
conditions different from suburban and small towns; therefore, the related barriers to
parental involvement might also be unique. This logic is also applicable to schools with
race and ethnicity, social-economic status, school size, language, and notions of social
capital.
Another recommendation for future research is conducting a similar study with
the use of a multiplicity of primary data sources, the adoption of experimental methods,
and the application of qualitative approaches, including semi-structured interviews.
Sampling that is more representative of race and ethnicity, and gender could also enrich
the results.
The literature revealed that some teachers’ perceptions of parent involvement are
borne of student interactions. For example, a teacher’s perception of parents may
automatically be negative if the only assessment frame is a child with academic or
behavioral difficulty. There is, therefore, a need to conduct studies of teachers’
perceptions of parent involvement that take into account teacher-student relations, given
that they likely contribute to the quality of teacher relationships with parents.
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Conclusion
The study of teachers’ perceptions of home-school communication and parental
involvement is not novel for researchers, and the benefits that accrue from parental
participation are numerous. Therefore, it is astonishing that schools continue to encounter
minimal parental involvement, especially with low-income and minority families (Bower
& Griffin, 2011, Fantuzzo et al., 2000). The purpose of the current quantitative study was
to examine the opinions and views of teachers on parental involvement in elementary and
high school education in the United States. The study used a nationally representative
secondary data set from the RAND American Teacher Panel. The data was collected
through the Measurement Learning and Improvement survey administered online on a
sample consisting of 10,529 teachers after sending out over 20,900 invitation emails.
Through multiple regression analysis, the study's findings indicate that the
percentage of white students, the percentage of students on the FRPL program, the
school's size, and the school's urbanicity are predictors of both home-school
communication and parental involvement. The study is significant for all educators,
especially principals and teachers seeking to understand and improve parental
involvement in their schools. The concluding chapter of this study has documented the
major findings, relationship to prior research, implications of the study, limitations of the
study, and recommendations for future research and practice. Teachers must appreciate
that the efforts to increase the participation of parents in school start with the sincere
conviction that parents only want what is best for their children (McCoach et al., 2010;
Walker et al., 2011).
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APPENDIX A: IRB APPROVAL
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APPENDIX B: APPROVAL TO ACCESS SECONDARY DATA
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APPENDIX C: INFORMED CONSENT (EXCERPT)
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APPENDIX D: RESEARCH QUESTIONNAIRE (EXCERPT)

Questionnaire
2017 Measure to Learn and Improve Survey Data Portal
[Programming Note: All questions throughout survey were programmed so that only one
option could be selected unless otherwise noted with a specific instruction in the question
text (e.g., SELECT ALL THAT APPLY in T_Screener_1)]
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DEMOGRAPHICS
T_Dem1. Including the current school year (2016-17), how long have you worked as a
teacher? Please round to the nearest whole number, and do not include student teaching.
YEARS
Total amount of time teaching
Total amount of time teaching in current state
Total amount of time teaching in current district
Total amount of time teaching in current school
T_Dem2. With which of the following do you identify?
o
o
o

1 Male
2 Female
3 Other

T_Dem3. With which of the following do you identify? SELECT ALL THAT APPLY
o
o
o
o

1 Hispanic, Latino, or Spanish origin
2 White
3 Black or African American
4 American Indian or Alaska Native
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o
o
o

5 Asian
6 Native Hawaiian or Other Pacific Islander
7 Other (please specify):__________________

T_Dem4. Which of the following best describes the teaching certificate you currently
hold in the state in which you currently teach?
1 Regular or standard state certificate or advance professional certificate
2 Other type of certificate (e.g., probationary, provisional, temporary,
emergency/waiver)
o 3 I do not hold any of the above certifications in THIS state
o
o

T_Dem5. In what area(s) does your certificate allow you to teach in your state? SELECT
ALL THAT APPLY
o
o
o
o
o
o
o
o

1 Preschool (birth-Pre-K)
2 Elementary (K-5)
3 Middle grades (6-8)
4 Secondary grades (9-12)
5 English Language Learners (K-12)
6 Specific subject areas (K-12) (specify):
7 Exceptional children (K-12)
8 Other (please specify):
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